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Abstract
Wilson, Julia Watters. Ed.D. The University of Memphis. August, 2015.
Teachers’ Perceptions of the Use of Music and Movement to Promote Phonemic and
Phonological Awareness Instruction. Major Professor: Satomi Izumi-Taylor, Ph.D.
Because the kindergarten school year is the time in which a literacy foundation is
constructed, early literacy continues to receive a great deal of focus in Tennessee. Since
kindergarten literary experiences predict literacy success in later grades, which impact
students academically and socially, these foundational skills are essential during the
kindergarten school year, especially phonemic and phonological awareness. Because
kindergarten students are very young, the need exists to teach phonemic and phonological
skills through effective strategies that are developmentally appropriate. The purpose of
this study was to examine kindergarten teachers’ perceptions of the use of music and
movement activities to promote phonemic and phonological awareness in kindergarten
students. Research has indicated that teachers’ perceptions greatly influence all
components of their teaching practice. This study employed qualitative methods
including asynchronous online surveys, participant observation, field notes, lesson plans,
photos taken by the teachers and the researcher, and videos. The selected participants
included six female kindergarten teachers from two elementary schools with varying
educational backgrounds and teaching experiences. Three themes emerged from data
analysis: differentiation, Developmentally Appropriate Practice (DAP), and the
importance of playful activities. Results of the study suggested that all teachers
perceived music and movement activities to be necessary and helpful for teaching
phonemic and phonological awareness. All six teachers perceived that establishing a
supportive classroom environment, in terms of DAP, was necessary for effective
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instruction to occur. While all six teachers appeared to think that differentiation was
important, not all teachers implemented differentiation for phonemic and phonological
awareness instruction. Discrepancies seemed to exist between the teachers’ philosophies
of teaching and their practices in the classroom. These teachers shared the perception
that students should be offered playful activities and games, and their practices were
reflective of this perception. To offer such instruction, teachers included music and
movement activities, as well as enjoyable literacy centers for their students. Kindergarten
teachers need more professional development regarding resources and strategies for
supporting phonemic and phonological awareness with music and movement activities.
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Chapter 1 – Introduction
As reflected on the Tennessee state report card, students in grades three through
eight did not meet 2012 achievement goals for the reading content area (Tennessee
Department of Education Report Card, 2015). Based on the 2011 Tennessee state
achievement data, students performed below the national average in reading. Further,
while eighth grade students performed slightly above the national average in writing,
those in grade four performed below average (National Center for Educational Statistics,
2014). While reading failure leads to poor academic performance, a lack of selfconfidence, and harmful effects on both academic achievement and social development,
successful reading ability strongly influences an individual’s success in school as well as
later success in the professional realm (Armbruster, Lehr, & Osborn, 2000).
Foundational Literacy Skills
During the early childhood years, a strong foundation for literacy is created
(Copple & Bredekamp, 2009; Graue, 2010; Miller & Almon, 2009). The early literacy
foundation is necessary for students to develop many reading abilities and to perform
well academically (Copple & Bredekamp, 2009; Herrera, Lorenzo, Defior, FernandezSmith, & Costa-Giomi, 2011). These factors not only provide relevance for further
investigation of early literacy development but also provide reasons to support the
investigation of the reading achievement gap in literacy, as findings will contribute to the
field of education and to the existing body of literature.
Kindergarten Today
The kindergarten school year was once thought of as a transitional year, allowing
young children to make the shift from regularly spending time in their homes with
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parents or caretakers to spending the day in the school setting with teachers and peers
(Graue, 2010; Miller & Almon, 2009; Russell, 2011). The purpose of this first school
year was to allow students to become comfortable in the social setting and to give
students opportunities to interact with other children. The kindergarten year provided a
period of time to support children’s developmental interests and enabled them to
experience developmentally appropriate learning through play and the use of
manipulatives to reinforce learning (Copple & Bredekamp, 2009; Graue, 2010; Miller &
Almon, 2009; Russell, 2011).
Over the last several years, the kindergarten curriculum has changed significantly,
resulting in greater expectations placed on kindergarten teachers and students (Gullo &
Hughes, 2011; Miller & Almon 2009; Ready & Wright, 2011). These expectations
include a greater emphasis on literacy and numeracy as well as requiring that far more
rigorous content be taught than in the past. In fact, the emphasis once placed on social
development seems to have diminished, and due to preparations for standardized
achievement tests in later grades, academic standards for kindergarten have taken the
spotlight. As a result, over the last few decades many states, as well as private schools,
have set or increased the age at which children may enroll in kindergarten (Graue, 2010;
Huang & Invernizzi, 2012). The increased age requirement, alone, serves as evidence
that the kindergarten curriculum has become more rigorous, and that academic and social
expectations for the kindergarten child have significantly increased (National Association
for the Education of Young Children, 2009a).
Upon enrollment in kindergarten, students are now held accountable for high
academic performance (Huang & Invernizzi, 2012). Huang and Invernizzi (2012) studied
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kindergarten children and examined how the age at which students entered kindergarten
impacted their academic performance through second grade. They found a significant
difference between the performances of older students as compared to the younger
students (Huang & Invernizzi, 2012). This indicates the existence of students with
differing readiness levels in classrooms, suggesting teachers must be mindful when
planning for and providing instruction.
Kindergarten teachers are expected to push academic development, especially
literacy development, causing playtime to be pushed aside so that students are provided
with little time to interact with peers and to build social skills (Bodrova & Leong, 2003;
Graue, 2010; Miller & Almon, 2009; Ready & Wright, 2011; Russell, 2011). Even
though these young students have specific needs, it seems that kindergarten has become
more like first grade (National Association for the Education of Young Children, 2009a).
Instead of the classroom community that once provided an environment where children
were encouraged to be creative, activate their imaginations, learn through creative and
kinesthetic play, spend ample time outdoors, and engage in developmentally appropriate
activities, the kindergarten classroom has become a stepping-stone to academic
achievement in the upper elementary grades. During the kindergarten year, students are
taught and tested on literacy and numeracy in an attempt to prepare them for first grade
and those elementary grades that follow (Graue, 2010; Miller & Almon, 2009).
Meeting Instructional Demands
These changes have resulted in the need for teachers to locate and incorporate
creative strategies and materials enabling them to reach young, diverse, learners
(Algozzine, McQuiston, O’Shea, & McCollin, 2008; NBPTS, 2014; NCATE, 2014).
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Since the kindergarten year is the year in which a foundation for literacy is established,
teachers are required to develop and incorporate effective teaching methods and
techniques to ensure students are prepared for future academic success. Not only is
literacy essential for students to progress in school but also literacy success has a direct
relationship with an individual’s social and professional success (Herrera et al., 2011).
Reading failure can negatively impact a child’s self-confidence, drive, and excitement to
learn, resulting in significant harm to a child’s academic and social development
(Armbruster, Lehr, & Osborn, 2000). The students in one classroom are at different
academic readiness levels and have different learning needs, which requires the
implementation of differentiation and appropriate scaffolding (Ankrum, Genest, &
Belcastro, 2013; Chien et al., 2010; Gunning, 2009; Tomlinson, 2000; Watts-Taffe et al.,
2012). Scaffolding is described as guidance and support from a qualified person and is
usually provided by the teacher or another adult. The amount of assistance provided
depends solely on the literacy needs of the student (Ankrum et al., 2013; Gunning, 2010).
Tennessee’s full implementation of the Common Core State Standards (CCSS)
Initiative, which began during the 2013-2014 school year, addressed math and literacy
content areas (TN-Core, 2012). This objective of this initiative is for all Tennessee
students to be college and career ready upon graduation from high school. CCSS are to
be implemented as early as the kindergarten year, when most students are between four
and six years of age (TN-Core, 2012). The core standards for kindergarten are rigorous
and require that teachers set high academic expectations for their students to develop a
strong learning foundation. This solidifies the importance of securing strategies to teach
literacy concepts and skills to very young learners. One way for teachers to help students
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develop such learning foundations is by effectively teaching the five components of
literacy: phonemic awareness, phonics, reading fluency, vocabulary development, and
reading comprehension (Cassidy, Valadez, & Garrett, 2010).
Phonemic and Phonological Awareness
During the kindergarten school year, phonemic and phonological awareness are
major focus areas for educators (Copple & Bredekamp, 2009; Gunning, 2010). Phonics
is the association between written letters and letter sounds, and is carefully planned out
and integrated into reading instruction by effective teachers (NICHD, 2013). While
phonemic awareness and phonological awareness are closely related, they do not share
the same definition. Phonemic awareness is defined as the ability to recognize individual
sounds in words, and having the ability to identify phonemes supports children as they
learn to read (Gunning, 2010). Phonological awareness encompasses phonemic
awareness among other phonics elements. Phonological awareness skills involve more
than phoneme (or letter sound) identification and recognition. While the objective of
phonemic awareness instruction is to enable the learner to identify and recognize
individual phonemes, phonological awareness includes phonemic awareness, but also
includes additional phonics and literacy skills. Such skills require more of the learner
and demand further understanding and application of phonics. For example,
phonological skills include knowledge about syllables, rhyme, and manipulating more
than just letter sounds (NICHD, 2013).
Not only is the development of phonemic and phonological awareness a common
goal of early childhood educators, but empirical evidence suggests that the acquisition of
phonemic awareness, specifically, is a vital component of early literacy (Algozzine et al.,
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2008; Armbruster et al., 2000; Gromko, 2005; Hall & Robinson, 2012; Herrera et al.,
2011; Ming & Dukes, 2010; Murray, 2012; Tindall & Nisbet, 2010; Troia, Roth, &
Graham, 1998; Yopp, 1992). In this sense, the use of music and movement in the
classroom can help provide a solid foundation and growth in early literacy skill
attainment, such as phonemic and phonological awareness. Pairing music and movement
with instruction has proven to be successful in elementary classrooms (Algozzine et al.,
2008; Batchelor & Bintz, 2012; Murray, 2012; Troia et al., 1998; Yopp, 1992).
Purpose of the Study
The purpose of the present study was to investigate kindergarten teachers’
perceptions of the relationships between music, movement, and phonemic and
phonological awareness learning, to determine whether similarities and differences exist
among the teachers’ perceptions, and to discover how perceptions compared to
instructional practices. While a vast amount of research has shown that phonemic
awareness, phonics, fluency, vocabulary, and comprehension are vital for literacy success
(Cassidy et al., 2010) and state and district mandated standards have emphasized the
importance of starting with the kindergarten student (TN-Core, 2012), there is limited
research regarding the perceptions kindergarten teachers hold involving the use of music
and movement to enrich phonemic and phonological awareness instruction. This study
was conducted to address such limitations, and how such studies may contribute to
teachers’ best practices to support students’ learning and development.

6

Research Questions
Three research questions that were addressed in this study were:
(1) What perceptions were revealed in teachers' views of the relationships
between music, movement, and phonemic and phonological awareness instruction?
(2) Were there any similarities and differences in these teachers' perceptions about
the relationships between music, movement, and phonemic and phonological awareness
instruction? and
(3) How did teachers’ perceptions of the relationships among movement, music,
and phonemic and phonological awareness compare to their instructional practices?
Significance of the Study
Students in Tennessee have not performed well in literacy over the last several
years as indicated on the state’s achievement reports (National Center for Educational
Statistics, 2014; Tennessee Department of Education Report Card, 2015). In Tennessee,
standardized test data are used to measure the academic achievement for schools,
districts, and the state as a whole. Based on achievement criteria set by the state of
Tennessee, student test scores result in placement in one of the following four categories:
below basic, basic, proficient, and advanced. Accountability data for the reading and
language arts content area for the 2013-2014 school year revealed that only 49.5 % of
Tennessee students performed at the desired proficient and advanced levels (Tennessee
Department of Education Report Card, 2015). These statistics pose a problem for
Tennessee students, since reading success has a direct relationship with self-esteem,
academic performance, and social and professional success (Herrera et al., 2011), and
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reading failure is linked to negative outcomes such as poor self-confidence and dropping
out of school (Armbruster et al., 2000).
Phonemic awareness and phonics are two of the five components to successful
reading (Cassidy et al., 2010) and are taught during the kindergarten year (Copple &
Bredekamp, 2009; Gunning, 2010). Phonological awareness encompasses phonemic
awareness among other phonics elements. Phonological awareness skills involve more
than phoneme (or letter sound) identification and recognition. For example, phonological
skills include knowledge about syllables, rhyme, and manipulating more than just letter
sounds. It is during the early grades that a basis for literacy and literacy learning is
formed (Copple & Bredekamp, 2009; Graue, 2010; Miller & Almon, 2009), and a
primary goal is to prepare students for academic success in the grades that follow (Graue,
2010; Miller & Almon, 2009).
Classrooms include diverse student populations, which impact individual student
performance and receptiveness to instruction (Gullo, 2006; Tomlinson, 2000; WattsTaffe et al., 2012). This diverse classroom population, in terms of differing ages, cultural
backgrounds, knowledge bases, linguistic experiences, and academic and personal
experiences, requires that educators use different techniques to provide quality instruction
(Algozzine et al., 2008; NBPTS, 2014; NCATE, 2014). Since kindergarten students
enjoy play, teachers should include opportunities for them to engage in movement and
playful activities that encourage participation (Copple & Bredekamp, 2009; Ming &
Dukes, 2010; Morrison, 2015; Murray, 2012; Yopp, 1992).
While research suggests that learning is enhanced by the incorporation of music
and movement (Algozzine et al., 2008; Batchelor & Bintz, 2012; Murray, 2012; Troia et
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al., 1998; Yopp, 1992), little research has been done regarding the perceptions
kindergarten teachers hold regarding the relationships among these. There is limited
information concerning how teachers’ perceptions about these items inform their
individual instructional practices. This study will attempt to identify existing perceptions
of kindergarten teachers regarding music, movement, and phonemic and phonological
awareness. Findings could benefit early childhood educators by identifying best practices
(Copple & Bredekamp, 2009) regarding phonemic and phonological awareness
instruction.
Subjectivities
Motivation and Investments
In the last five years, I have served as an assistant teacher in a preschool
classroom and as a full-time teacher in the following areas within the Tennessee Public
School System: physical education, kindergarten, and first grade. Through these
opportunities and experiences in the early childhood field, my interest in and knowledge
of early literacy has consistently grown. I have learned that young students thoroughly
enjoy activities in which they are able to move and (or) sing along, and students are more
likely to participate when these are included with instruction. As an early childhood
educator and former physical education teacher, I hold the position that when students are
provided with opportunities to engage with content in a variety of ways, they are more
likely to remain interested and to comfortably participate (Morrison, 2015); therefore,
learning is promoted and enhanced. Phonemic awareness is one of the five necessary
components for reading success (Cassidy et al., 2010) and the kindergarten school year is
a vital time for students to build a foundation of phonics and phonemic and phonological
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awareness knowledge (Copple & Bredekamp, 2009; Graue, 2010; Miller & Almon,
2009).
While a classroom will include students at diverse levels of competence, it is my
position that all students are capable of learning. I am well aware that the playing field is
not level, and that students arrive in the classroom with varying degrees of support from
home as well as varying personal and school experiences. Reading success leads to
academic, social, and professional success (Herrera et al., 2011) while reading failure
hinders success in these elements, can decrease one’s self-confidence, and can negatively
impact an individual’s attitude about school (Armbruster et al., 2000). My personal
background and my views concerning the attainment of early literacy skills serve as
motivation for this study.
Assumptions
I hold the assumption that the delivery of phonemic and phonological awareness
instruction in ways that include music and (or) encourages students to engage in fine or
gross motor movement is appropriate for young students. I assumed that the six
participants in this study would be committed to their roles in the study and they would
speak honestly about their experiences and perceptions about the utilization of music and
movement in their classrooms. It was expected that similarities and differences in
promoting phonemic and phonological awareness skills, through the use of music and
movement, would be found among the six teachers.
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Definitions of Key Terms
Constructivism- a theory built upon Jean Piaget’s interpretation of adaptation in
which individuals build intellect by constructing their understanding through observation
and personal experiences (Copple & Bredekamp, 2009; Fosnot, 1996; Piaget, 1962).
Developmentally Appropriate Practice- a research based approach regarding the
care and education of young children. More specifically, it is based on constructivist
teaching methods (Rushton & Larkin, 2001) and involves precise standards put forth for
the growth, development, and education of infants to 8-year-old children (Copple &
Bredekamp, 2009).
Differentiation- an approach in which teachers provide variation within
instruction to provide the best possible learning experience for all students and to enable
students to meet their full potential (Ankrum et al., 2013; Gunning, 2009; Tomlinson,
2000; Watts-Taffe et al., 2012).
Diverse Learners – students who are diverse in different ways (including differing
ages, cultural backgrounds, knowledge bases, linguistic experiences, and academic and
personal experiences) and these characteristics impact the way in which the individual
learns and retains information (Algozzine et al., 2008; Ming & Dukes, 2010; Rule,
Dockstader, & Stewart, 2006; Shepard, 2004).
Fluency- the ability to recognize words quickly and correctly, enabling an
individual to understand (or comprehend) the words being read (Cassidy et al., 2010).
Metacognition- the ability to consider one’s own thoughts and thought processes
(Merriam-Webster, 2015).
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Movement- taking physical action with one’s body or part of one’s body
(Merriam-Webster, 2015).
Music- sounds made by musical instruments or voices (Merriam-Webster, 2015).
Phonemic Awareness- the ability to recognize individual sounds, or phonemes, in
words. Having the ability to identify phonemes supports children as they learn to read
(Gunning, 2010).
Phonics- the association between written letters and letter sounds (NICHD, 2013).
Phonological Awareness- includes phonemic awareness, but also involves
additional phonics and literacy skills. Such skills require more of the learner and demand
further understanding and application of phonics (NICHD, 2013).
Scaffolding- guidance and support from a qualified person that is usually provided
by the teacher or another adult. The amount of assistance provided depends solely on the
needs of the student (Ankrum et al., 2013; Gunning, 2010).
Secret Stories- A useful brain-based instructional strategy used for teaching
students about letter patterns in an interesting and engaging way (Garner, 2012).
Social Play- the act of triggering one’s imagination to participate in imaginary
situations with related rules and roles. Following these established rules results in
cognitive, emotional, and social development (Bodrova & Leong, 2003; 2007; 2012;
Vygotsky, 1978).
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Chapter 2 – Review of Literature
Theoretical and empirical literature on music and movement paired with
phonemic and phonological awareness instruction was addressed in this literature review.
This chapter includes a review of teacher perceptions, diverse learners, constructivism,
Developmentally Appropriate Practice (DAP), play in early childhood, differentiation,
phonemic and phonological awareness in kindergarten, movement and phonemic and
phonological awareness, and music and phonemic and phonological awareness. Each
issue will be discussed accordingly.
Teacher Perceptions
The way one teaches is a result of the individual’s perceptions about education
and educating students. It is the way one makes sense of things based on prior
knowledge and experiences. Perception is described as, “the way you think about or
understand someone or something” (Merriam-Webster, 2015). It is widely known that
students’ backgrounds influence performance at school (Algozzine et al., 2008; Copple &
Bredekamp, 2009; Ready & Wright, 2011). Similarly, teachers’ backgrounds influence
their daily teaching practices, and their perceptions about education influence how they
teach students (Hassan, 2014; Ready & Wright, 2011; Schraw, Brownlee, & Olafson,
2013). In fact, all events in the classroom are a result of the teacher’s beliefs (Hassan,
2014). Teachers are often unaware of how their beliefs impact their teaching and of the
extent to which their teaching is impacted by them, but these beliefs are significant to
effective teaching and learning (Hassan, 2014). The attitudes and beliefs a teacher holds
about instructional methods, how students best acquire knowledge, and effective teaching
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strategies shape a familiar item in education known as one’s teaching philosophy
(Hassan, 2014; Reber, 2011).
A teaching philosophy, also referred to as a teaching statement or philosophy of
education, is a written document that is reflective of one’s beliefs about teaching and
learning (Reber, 2011). Students in teacher education programs, as well as professionals
in the field of education, often create a teaching philosophy. Those who write a teaching
philosophy have the intentions to fully represent their position regarding effective
teaching, learning, and the application of what they consider to be best practices. One’s
teaching philosophy should be indicative of defined goals and objectives for their
teaching practice. In this sense, consistency between the philosophy and action should be
a goal of professionals in education (Reber, 2011).
Both perceptions and behaviors in regard to educating are impacted by an
individual’s beliefs (Hassan, 2014; Ready & Wright, 2011; Schraw et al., 2013). Since
teacher perceptions directly influence teaching practices, it can be concluded that teacher
perceptions are also heavily influential of the educational experience individual students
receive. The content delivered to students, how the content is presented, and students’
learning opportunities are a direct result of the teacher’s planning and implementation of
these educational plans, plans that are heavily influenced by beliefs (Hassan, 2014).
Hassan (2014) and Schraw and others (2013) claimed that teachers must become
familiar with their own perceptions about teaching to understand how their beliefs impact
their instructional approaches and the effectiveness of instruction. To do so, teachers
must continuously engage in self-reflection to provide a vehicle for professional growth
and learning (Dewey, 1933; Hassan, 2014; Kalk, Luik, Taimalu, & Täht, 2014; Schraw et
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al., 2013; Snyder, 2011). Engaging in self-reflection is not a new idea in the field of
education. Reflection has been a common component in teacher education programs and
also has served as a useful tool for experienced educators (Dewey, 1933; Hassan, 2014;
Kalk et al., 2014; Killeavy & Moloney, 2010). The well-known theorist, John Dewey
(1933), claimed that the goal of reflection is to reach a conclusion. Reber (2011)
suggested that to do so, teachers should critique their teaching philosophy, reflect on
teaching practice, and make plans to modify instruction in their classrooms with the
intention to execute what is specified in the philosophy. Schraw and others (2013)
supported this and added that explicit reflection should be accompanied by acting on
conclusions drawn from reflection. This process should be done by those in teacher
education and by professional teachers (Schraw et al., 2013).
Hughes (2011) addressed the importance of the educator in terms of meeting the
developmental needs of all school age children. Specifically, he addressed the
significance of healthy student-teacher relationships. He asserted that not only do
positive relationships between educators and students strongly influence academic
achievement, but positive relationships also influence student attitudes and willingness to
participate in classroom learning. Additionally, students who have a positive studentteacher relationship are likely to have and maintain healthy peer relationships (Hughes,
2011). Hughes (2011) concluded further that a negative student-teacher relationship
results in poor behavioral performance, a lack of peer relationships, and is often even
linked to academic retention of the grade level in which the poor student-teacher
relationship has existed.
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While some may assume that students are most impressionable during the early
school years, significant relationships (negative or positive) have long-term effects on
student development and success. This is true for students in the early years of their
education as well as for students throughout their teen years (Hughes, 2011). These
factors serve as substantial evidence that teachers’ perceptions and the resulting practices
are significant to their students’ academic success and social and emotional development.
Diverse Learners in the Classroom
Today’s classrooms include a diverse student population on many levels,
including differing ages, cultural backgrounds, knowledge bases, linguistic experiences,
and academic and personal experiences. These diverse characteristics impact the way in
which an individual learns and retains information (Algozzine et al., 2008; Ming &
Dukes, 2010; Rule et al., 2006; Shepard, 2004). While considering those in a
kindergarten classroom, the educator must be aware of student diversity when developing
instruction to reach all learners, as students have differing readiness levels (Tomlinson,
2000; Watts-Taffe et al., 2012). Continuous assessment enables teachers to know when
to assist students, how much assistance to provide, and how to modify teaching
(Gunning, 2010; Watts-Taffe et al., 2012). Gullo (2006) addressed quality teaching and
emphasized that knowing the learner, “developmentally, individually, and culturally” is
necessary for quality instruction (p. 68). One way to address students of a diverse
kindergarten classroom is to pair music and movement with phonemic and phonological
awareness instruction; sometimes individually and often together.
Eby, Herrel, and Jordan (2010) acknowledged the existence of diverse learners in
the classroom and added that it is the teacher’s responsibility not only to teach academics,
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but also to build students’ self-esteem, teach technology skills, and support cultural
diversity by expanding the methods used when teaching. Gunning (2010) affirmed that
teachers are responsible for motivating students and helping them build self-confidence.
Thus, it is the responsibility of the educator to construct lessons that reach all students. In
order to successfully teach phonemic and phonological awareness to a diverse student
body, teachers must plan according to their students’ background knowledge as well as
the varied modes of learning through which their students best acquire knowledge and
new skills (Algozzine et al., 2008; Copple & Bredekamp, 2009; Ming & Dukes, 2010;
Shepard, 2004; Watts-Taffe et al., 2012). One way to activate students’ modes of
learning is through the incorporation of music and movement.
While state standards dictate what K-12 educators teach in public schools, how
educators teach sometimes receives minimal focus (Carson, 2009). Professional teaching
organizations proclaim that the way educators teach is of high importance. The National
Board for Professional Teaching Standards (NBPTS) listed and discussed five core
propositions of the National Board Certified Teacher. Of these propositions, the second
reads, “Teachers know the subjects they teach and how to teach those subjects to
students” (NBPTS, 2014). The National Council for Accreditation of Teacher Education
(NCATE) asserted that how to teach is a vital element for effective teaching (2014).
Educators are responsible for meeting the needs of all students, and the student
population in the United States continues to become more diverse (U.S. Department of
Education, n.d.). Many students face obstacles beyond their control that significantly
hinder their educational success and can significantly lessen the likelihood of completing
their education through the end of high school. Students who face these types of risks are

17

students of low-income populations (U. S. Department of Education, n.d.). Students from
economically disadvantaged families, or students of low socioeconomic status, are at
greater risk for reading failure than those who are not economically disadvantaged, and
this difference in achievement among these groups is known as the achievement gap (Ng,
Bartlett, Chester, & Kersland, 2013). A common goal among all educators and those
within educational reform in the United States should be to narrow this achievement gap
(Copple & Bredekamp, 2009).
In 2014, 58.8% of the students enrolled in public Tennessee schools were
economically disadvantaged (Tennessee Department of Education, 2014). One’s
socioeconomic background includes the family’s status in terms of employment,
education, and finances (Rothman & McMillan, 2003). These three factors impact the
child’s development and often shape attitudes, behaviors, and beliefs concerning
education. Further, these factors have a direct impact on the environment at home such
as parental involvement, availability of academic resources, technology, funding for
educational materials, etc. (Rothman & McMillan, 2003). Acknowledging the
socioeconomic background of students is a vital component to leading students to literacy
achievement (Greene & Anyon, 2010; Rothman & McMillan, 2003). Economically
disadvantaged students lack the knowledge base that other students gain from activities at
home and outside the school setting; therefore, educators must take this into
consideration to provide rich learning opportunities in the classroom (Copple &
Bredekamp, 2009). When planning for meaningful instruction, educators must
acknowledge the existence of economically disadvantaged students in the classroom, and
to do so, teachers must carefully examine the student populations they teach (Algozzine
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et al., 2008; Greene & Anyon, 2010; Ming & Dukes, 2010; Shepard, 2004; Watts-Taffe
et al., 2012).
Constructivism
Early childhood theorists including Jean Piaget (Kamii, 1980, 1996; Piaget,
1962), Lev Vygotsky (Bodrova & Leong, 2007; Vygotsky, 1978), and John Dewey
(1933), shared similar views about how children learn and develop (Mooney, 2000).
While differences can be seen among their work, these theorists shared one significant
commonality, that their work supported the implementation of constructivist methods for
educating children (Fosnot, 1996; Mooney, 2000). Upon review of Piaget’s research, it is
not surprising that he is known as an epistemologist (Kamii, 1980, 1996), or someone
who studies how one knows what he/she knows (Crotty, 1998). Piaget has contributed
largely to the existing body of knowledge regarding child development, as his research
was conducted over a period of 50-60 years (Fosnot, 1996; Mooney, 2000). Many
researchers, past and present, have understood learning to occur intrinsically or
extrinsically, but Piaget claimed that cognitive development takes place when the child
interacts with the environment, or with objects in the environment; therefore, the child
learns through the interaction of intrinsic and extrinsic experiences (Devries & Kohlberg,
1990; Kamii, 1980; Piaget, 1962).
Piaget’s goal for education was active learning, as discussed by DeVries and
Kohlberg, (1990). He strongly valued active learning and declared that cognitive
development occurred through experiences with action. In other words, the source of
knowledge is within action. Piaget specified that through action, children encounter two
types of experiences, physical experiences and logico-mathematical experiences, that
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lead to new knowledge (DeVries & Kohlberg, 1990; Kamii, 1980, 1996). A key phrase
associated with Piaget (1962) is, “construction is superior to instruction” (Mooney, 2000,
p. 61). From a constructivist viewpoint, intellectual knowledge cannot simply be
provided to someone. Instead, individuals must build intellect by constructing their
learning through observation and personal experiences (Fosnot, 1996). Providing or
delivering information to students, often in the form of lectures, and (or) requiring
students to complete worksheets is not aligned with a constructivist approach (Kamii,
1996). Based on the constructivist approach, the learning process should not consist of a
linear relationship in which educators define learning objectives, present content, and
assess students on that content; however, this is often seen in today’s classrooms (Brooks
& Brooks, 1999).
Lev Vygotsky (1978) studied the work of Piaget (1962) but examined, closely, the
element of human interactions as they relate to child development (Bodrova & Leong,
2007). Vygotsky was adamant that the child’s culture including the family, background
experiences, and community, played an important role in their learning and
understanding. While the Piagetian approach supports that the adult has a place in the
process of cognitive development for children, it also addresses that there should be little
use of external control by the teacher (Bodrova & Leong, 2009; Mooney, 2000).
Vygotsky, however, agreed that children construct their own conceptual understandings,
but saw the value in the involvement of adults and peers, claiming that it allowed children
to reach new understandings that they would not be able to reach alone (Bodrova &
Leong, 2007; Vygotsky, 1978). Vygotsky claimed that like practical tools in daily living
that help individuals complete tasks, it is mental tools, or tools of the mind that allowed
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individuals to construct understanding. It is through the use of these tools that children
think critically or develop and activate metacognition. Vygotsky (1978) determined, like
Piaget (1962), that the end goal for children is independence, and that adults hold a vital
role in moving children toward this independence (Bodrova & Leong, 2007).
According to researchers such as Piaget (1962), Vygotsky (1978), and Dewey
(1933), lecture style teaching does not serve the needs of children (Fosnot, 1996; Kamii,
1996). Copple and Bredekamp (2009) suggested that direct instruction, or whole-group
instruction, may be completely useless. Through the lens of constructivism, cognitive
development is embraced as children have meaningful learning experiences, and the
educator’s role is to provide adequate materials and to prepare an environment that is
conducive to learning (Bodrova & Leong, 2007; Brooks & Brooks, 1999; Fosnot, 1996;
Morrison, 2015).
While the goal of Common Core is college and career readiness, and the standards
are meant to guide educators in teaching students to think critically and to successfully
problem solve (TN-Core, 2012), Common Core is not aligned with constructivist
teaching as described by Copple and Bredekamp (2009). Instead, the CCSS are
motivated by student achievement goals for performance on standardized tests (TN-Core,
2012). Children need much more than what Common Core has set forth. With
increasing pressure on teachers to lead young children swiftly through a rigorous
curriculum, how can the demands of the CCSS be met while best practices are
incorporated? Early childhood educators can implement developmentally appropriate
(DAP) instruction involving music and movement with phonemic and phonological
awareness instruction.
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Developmentally Appropriate Practice
Developmentally Appropriate Practice (DAP) is a research based approach
regarding the care and education of young children. More specifically, DAP is based on
constructivist teaching methods (Rushton & Larkin, 2001) and involves precise standards
put forth for the growth, development, and education of infants to 8-year-old children.
DAP was initially developed by the National Association for the Education of Young
Children (NAEYC) in 1987. It emphasizes the importance of knowing each child,
including academic backgrounds and current levels of understanding, to provide the best
care and learning experience for all children (Copple & Bredekamp, 2009). Morrison
(2015) addressed the importance of an early childhood learning environment, claiming
that in order to establish a respectful atmosphere, and one that is supportive of child
development and learning, it is the teacher’s role to ensure that students feel safe, both
socially and emotionally. To create such an environment, Morrison stated that a
classroom should include opportunities and materials for students to actively engage in
learning, and students should be encouraged to openly participate in learning activities.
Further, Morrison addressed the importance of parent/family involvement, a prominent
term of DAP (Copple & Bredekamp, 2009), insisting that when parents/family members
are active within children’s academics, children are more likely to experience academic
success as well as social success (Morrison, 2015).
Willingham (2008) agreed that educators use DAP to ensure school instruction
meets the needs of children, specifically that the activities in which students engage are
coordinated with their developmental abilities. Willingham (2008) claimed that child
development is not defined by the specific stages of development originally described by
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Jean Piaget (DeVries & Kohlberg, 1987; Kamii, 1980) and still supported by NAEYC
(2014). He argued that children develop on a continuous basis rather than through
defined stages. Due to variability in children, Willingham (2008) reported that
development occurs in a sequential manner but children do not progress through specified
stages.
One of three core considerations set forth by NAEYC (n.d.) specifies the
importance of knowing students on a cultural level and addresses the existence of
disadvantaged and (or) minority students, placing emphasis on the challenges these
students face. However, DAP fails to offer best practices for reaching these students in
the classroom to close the existing achievement gap (Ng et al., 2013) among
disadvantaged students and those who are not disadvantaged (Greene & Anyon, 2010;
Rothman & McMillan, 2003). Even while DAP may be criticized (Willingham, 2008),
for professionals in early childhood education, it has served, and continues to serve, as
the standard for early childhood educators in the United States (DAP, 2014; Philips &
Sturm, 2011; Rushton & Larkin, 2001).
Play in Early Childhood
Social play can serve as a vehicle for constructive learning in early childhood
settings (Bodrova & Leong, 2007; 2009; 2012; Copple & Bredekamp, 2009). Piaget
(1962) valued the use of play to foster cognitive and social development, and described
that educators’ primary objective should be to promote the development of autonomy in
their students (DeVries & Kohlberg, 1990; DeVries & Zan, 2003; Kamii, 1980; Kamii,
Clark, & Dominick, 1994). Piaget defined autonomy as the ability to govern one’s self,
both intellectually and morally (DeVries & Kohlberg, 1990; DeVries & Zan, 2003;
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Kamii, 1980; Piaget, 1962). The opposite of the autonomous child is the heteronomous
child, an individual who cannot think for himself or make decisions based on his
knowledge and experiences. According to Piaget, the heteronomous thinker is the one
who has been given explicit instructions from the start. This individual cannot think
critically which hinders cognitive development. This presents a troubling truth for
students who fail to become autonomous. Social play promotes the development of
autonomy. During social play, children are empowered to express themselves because
they engage in make-believe experiences. Co-operation is required in social play,
meaning that students exchange points of view with others, leading to moral, social, and
intellectual autonomy, as well as the development of logical thinking and reasoning
(Bodrova & Leong, 2012; Kamii, 1980).
In review of the Vygotskian theory as it relates to child development, we must
consider social play. Vygotsky (1978) defended that cognitive development occurs as a
result of play when the imagination is engaged and students participate in role playing,
and that through these avenues language is further developed. Piaget placed much
importance on social play in the early childhood curriculum and linked physical
development to cognitive development (DeVries & Kohlberg, 1990; Kamii et al., 2003;
Mooney, 2000; Piaget, 1962). Vygotsky also valued social play in early childhood
claiming it is an extremely meaningful avenue for cognitive and sociocultural
development (Bodrova & Leong, 2007; Vygotsky, 1978). Continued research supports
Vygotsky’s claims and reveals that play can positively influence the development of
social skills, number concepts and abilities, literacy skills, as well as self-regulation
(Bodrova & Leong, 2012). The need for educators to facilitate social play stems from the

24

change in the composition of the classroom. The classroom was once comprised of
students of many ages which allowed younger students to engage in mature play with
older peers, where as, today’s classrooms are composed of children of mainly one age
(Bodrova & Leong, 2007). The overarching goal of mature play is, “social roles and
relationships between people” (Bodrova & Leong, 2007, p. 32). Thus, it is imperative
that social play be facilitated by an adult so children are enabled to engage in meaningful
play, as opposed to acting in a certain way to follow known stereotypes.
A helpful acronym and tool for early childhood teachers as they evaluate the best
way to facilitate cognitive development through social mature play is PRoPELS
(Bodrova & Leong, 2012). PRoPELS is used to evaluate and plan for scaffolding, and
involves the most vital components of mature play including planning, roles, props,
extended time frame, language, and scenario. Through scaffolding, the teacher should
help children maintain mature play while ensuring it remains child-centered (Bodrova &
Leong, 2012). Through these avenues, guided learning experiences and mature social
play, Vygotsky (1978) valued language as the necessary tool for children for cognitive
and social development. In review of literature, in the classes where children had limited
play opportunities, students demonstrated problems such as misbehavior and
disengagement (Bodrova & Leong, 2003). As state and district mandates often control
how the instructional school day is spent, teachers can take advantage of even a small
portion of time during the school day to facilitate social play. Duckworth (2007) asserted
that just 15 min of play, based on children’s choices, each day in early childhood
classrooms can be used to facilitate meaningful learning opportunities.
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In consideration of Piaget’s (1962) and Vygotsky’s (1978) interpretations of
social play, as they relate to cognitive development and literacy skills, educators must
remember to consider autonomy, student interests, and motivational factors. One way to
do so is through the incorporation of games (Kamii, 1980). In recent studies, the
implementation of games, and game-like activities in educational settings, has been
proven successful for fostering literacy development (Batchelor & Bintz, 2012; Hall &
Robinson, 2012; Murray, 2012; Yopp & Yopp, 2000).
Literacy centers are often used in early childhood classrooms to provide a fun
way for young children to engage in reading and writing (Kieff & Casbergue, 2000).
According to Kieff and Casbergue (2000) and Selmi and others (2015), centers should
include activities that are enjoyable for children. Students’ comfort should also be
considered in establishing literacy centers. For example, some centers may provide
comfortable seating while others may have a seated area which offers plenty of space for
students to comfortably read, write, listen to a book, or complete related literacy tasks.
Some centers may be intended for individual student use, while others should allow for
students to work in partners or in small groups to learn collaboratively (Kieff &
Casbergue, 2000; Selmi et al., 2015).
Differentiation
Why is differentiation important? The goal of implementing differentiated
instruction is to provide the best possible learning experience for all students and to
enable students to meet their full potential (Ankrum et al., 2013; Gunning, 2009;
Tomlinson, 2000; Watts-Taffe et al., 2012). Differentiating involves scaffolding, varied
guidance and support for each student, which ensures students are appropriately
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challenged. This support can initially be intense but decreases as the student advances in
understanding of content (Gunning, 2010).
Utilizing leveled literacy materials, books on tape, presenting material through
different modes of learning, such as supporting auditory teaching with visual cues, and
teaching students in small groups based on ability levels are all examples of how
elementary teachers can differentiate (Tomlinson, 2000). However, Watts-Taffe and
others (2012) clarified differentiation is a teaching approach as opposed to a single
strategy. Upon review of existing literature on differentiation in elementary school,
Watts-Taffe and others (2012) concluded that the students of teachers who employed
differentiation showed larger literacy gains than students in classrooms where whole
group instruction was primarily used.
Tomlinson (2000) specified the four components that can be differentiated by the
teacher including the content, process, products, and the learning environment. The
learning process refers to the way students experience the content. One way teachers can
effectively differentiate the learning process is by including tiered activities for students.
This means while the teacher focuses on the same learning objective for the whole class,
the goal is for all students to understand the same content and master the same skills.
During these tasks, students are supported and challenged in different ways. Tasks may
be more or less complex depending on the differing abilities of students. Providing
leveled tasks for students to choose to complete and (or) providing manipulatives or other
reinforcement for students who need a more concrete understanding are other strategies
teachers can use to differentiate the process. Lastly, teachers may offer more time for
task completion to allow struggling learners sufficient time to complete the task, and for
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those needing enrichment, the teacher can instruct students to further explore or build
upon their understanding of the content (Tomlinson, 2000).
The products are the end products students create such as a puppet show, a
sentence, a paragraph, a report, a labeled diagram, or a story, and teachers can allow
students to choose the tasks to demonstrate their knowledge. Another example of
differentiation through products includes requiring students to work individually, with a
partner, or in small groups. For example, a group of students may be required to draw
and label the parts of a plant, the second group is to label the parts and write two to three
sentences about the plant, and the third group is to write a one to two paragraph report
about the plant. While the content is the same for all students, differentiation is seen in
the product students are required to create.
The learning environment includes the environment in which learning and (or)
learning tasks take place (Tomlinson, 2000). To differentiate the learning environment,
the teacher must ensure that routines are set in place for appropriate group discussion and
learning, and that students have adequate working space, materials, and related resources.
Further, teachers should ensure students have a clear understanding of learning
expectations, classroom procedures, and routines for independent and group work, as
well as what they are to do when assistance is needed (Tomlinson, 2000). Routines are
vital for the classroom because once established, they allow for a quiet and functional
learning environment (Gunning, 2009). Gunning (2009) stated routines should be in
place for, “discussion groups, reporting to the guided reading table, going to centers,
selecting voluntary reading books, passing out materials, and all other key activities.”
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Phonemic and Phonological Awareness in Kindergarten
Phonemic awareness is one of the five major components of reading instruction
(Cassidy et al., 2010; Ming & Dukes, 2010; NICHD, 2013; Tindall & Nisbet, 2010) and
the literature has revealed that phonemic awareness is an integral part of reading success
(Algozzine et al., 2008; Armbruster et al., 2000; Gromko, 2005; Hall & Robinson, 2012;
Herrera et al., 2011; Lucus & Gromko, 2007; Ming & Dukes, 2010; Murray, 2012;
Tindall & Nisbet, 2010; Troia et al., 1998; Yopp, 1992). While phonemic awareness
refers to the manipulation of individual phonemes, phonological awareness encompasses
many literacy skills (including phonemic awareness) and other skills that require the
manipulation of more than just phonemes. Examples include understanding digraphs,
word segmentation and fluency, rhyming words, syllables, letter patterns, and word
families (National Institute of Child Health and Human Development, 2000).
While phonemic and phonological awareness are to be included in the
kindergarten curriculum (TN-Core, 2012) learning phonemic and phonological awareness
can be difficult for young children because it is an abstract process (Gunning, 2010;
Yopp, 1992). Students are required to center their attention on the sounds instead of the
meaning or idea of the word(s), leading to difficulty. While learning phonemic and
phonological awareness can be difficult, it is imperative to the reading foundation that is
formed in the early childhood years (Copple & Bredekamp, 2009; Graue, 2010; Miller &
Almon, 2009); therefore, educators must provide meaningful phonemic and phonological
awareness instruction to students.
Kindergarten teachers use many strategies when teaching phonemic and
phonological awareness, including the incorporation of music and (or) physical
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movement (Lorenzo-Lasa, Ideishi, & Ideishi, 2007; Rule et al., 2006; Shepard, 2004).
Rule and others (2006) confirmed that developing phonological awareness is necessary
for emergent readers and continued that teachers should have the ability to use different
strategies to reach diverse learners, including the use of music and kinesthetic/tactile
methods. Shepard (2004) also suggested that teachers can modify their teaching
strategies to meet the needs of their students and stressed the requirement for teachers to
consider all modes of learning, including musical-rhythmic and body-kinesthetic, as
opposed to the traditional verbal-linguistic approach alone. Lorenzo-Lasa and others
(2007) supported the implementation of movement into instruction by declaring that
movement sparks learning and this learning occurs through many techniques.
In what ways can kindergarten teachers reach young learners when teaching
phonemic and phonological awareness? Ming and Dukes (2010) proclaimed the teacher
should first learn how the diverse students they teach best learn, then plan instruction to
meet the needs of all students. To offer effective phonemic and phonological awareness
instruction, teachers should use songs and games in a group setting, enthusiastically
encourage student participation, and provide students with a sense of accomplishment as
they participate (Morrison, 2015; Murray, 2012). Students should be able to interact with
their peers during these enjoyable activities, which should promote a love for learning
(Yopp, 1992). Troia and others (1998) confirmed that songs and chants are useful in
supporting phonemic and phonological awareness as well as finger plays, and these lead
to effective outcomes. Students’ background knowledge should be carefully considered
when planning for instruction, and lessons should be meaningful, allowing students to
actively engage in the learning (Morrison, 2015; Murray, 2012).
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A useful tool for elementary teachers is Secret Stories (Garner, 2012), a strategy
used for teaching students about letter patterns in interesting and engaging ways. While
the Secret Stories is a brain-based teaching strategy, implementing Secret Stories is quite
simple (Garner, 2012). Secret Stories are helpful since inexperienced readers often
experience difficulty with extensive letter patterns and letter sounds when learning to
read and write. Upon learning the entertaining stories about specific letter patterns, such
as, ‘th’, ‘oo’, ‘ch’, ‘sh’, and others, students are able to actively engage in learning by
activating their imagination as they recall the stories to complete reading and writing
tasks. Garner (2012) suggested that by utilizing the Secret Stories, educators can lessen
rote memorization and the isolation of phonics skills, leading to more effective
instruction and a deeper understanding for learners.
While the Secret Stories posters are initially displayed in the classroom so they
are visible to students at all times, each of the stories is taught within the context of
instruction to allow students to immediately apply information as they learn. Once the
story has been taught, the teacher can refer to the posters when teaching, answering
students’ questions, or directing students as they work (Garner, 2012). Students can also
refer to the Secret Stories independently while reading and writing.
Music and Phonemic and Phonological Awareness
In recent years, elementary school teachers have utilized music for reading
instruction (Algozzine et al., 2008; Batchelor & Bintz, 2012; Murray, 2012; Troia et al.,
1998; Yopp, 1992). Wiggins (2007) stated that music and literacy have three
commonalities including phonological awareness, phonemic awareness, and fluency.
Algozzine and others (2008) suggested that phonemic awareness can be taught through
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many vehicles, including word games, rhymes, and alliteration. To help students in
discriminating and manipulating phonemes, other powerful tools include the
incorporation of music, visual arts, drama, dance, movement, and poetry to support
learning. Including the use of storytelling and language play (rhyming, alliteration,
songs, and chants) during instruction allows students to engage in identifying individual
sounds in speech and to have fun while doing so (Batchelor & Bintz, 2012; Troia et al.,
1998). Hall and Robinson (2012) confirmed that skills for both music and reading
employ, “listening, rhythm, communication, creativity, thinking, expression and
memorization, vocabulary, audiovisual characteristics, and perceptions” (p. 14). Yopp
and Yopp (2000) stressed that songs that are familiar to children serve as effective tools
when teaching phonemic awareness, and through the use of these songs, students can
comfortably participate, enabling them to progress.
Gunning (2010) affirmed that teachers are responsible for motivating students and
helping students build self-confidence. Thus, it is the responsibility of the educator to
construct lessons that reach all students. In order to successfully teach phonemic and
phonological awareness to a diverse student body, teachers must plan according to their
students’ background knowledge, as well as the varied modes of learning through which
their students best acquire knowledge and new skills (Algozzine et al., 2008; Ming &
Dukes, 2010; Shepard, 2004). One way to activate students’ modes of learning is
through the incorporation of music and movement.
While state standards specifically guide and govern what K-12 educators teach in
public schools, how educators teach sometimes receives minimal focus (Carson, 2009).
Professional teaching organizations proclaim that the way educators teach is of high
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importance. The NBPTS lists and discusses five core propositions of the National Board
Certified Teacher. Of these propositions, the second reads, “Teachers know the subjects
they teach and how to teach those subjects to students” (NBPTS, 2014, Five Core
Propositions). The National Council for Accreditation of Teacher Education (NCATE)
asserts that how to teach is a vital element for effective teaching (2014, What Makes a
Teacher Effective?).
Movement and Phonemic and Phonological Awareness
Kinesthesis is defined as, “the ability to feel movements of the limbs and body”
(Batchelor & Bintz, 2012, p. 342). Incorporating kinesthetics with instruction provides a
concrete way for students to participate while learning new information, thus motivating
students to engage in content. DiLorenzo, Rody, Bucholz, and Brady (2010) suggested
that teachers should incorporate materials and lessons in which students are given the
opportunity to participate in multisensory learning, including the use of tactile learning
materials. Some materials include flashcards and picture cards provided with a reading
series, as well as items teachers locate to supplement the resources to which they have
access (DiLorenzo et al., 2010). Eby and others (2010) acknowledged the existence of
diverse learners in the classroom by stating that the role of the teacher is to teach
traditional skills to students who are not at all traditional. Further, it is the responsibility
of the educator to meet the needs of all students by incorporating instructional strategies
that teach technology skills, reinforce students’ cultural backgrounds, and support
students’ self-esteem (Eby et al., 2006; Gunning, 2010).
Several researchers have conducted studies to investigate the impacts of
kinesthetic activities (Block, Parris, & Whiteley, 2008; DiLorenzo et al., 2010; Lister,
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2005; Pirie, 1995; Reid, 1987) and these studies revealed positive outcomes of pairing
physical movement, or kinesthetics, with instruction.

34

Chapter 3 – Methodology
Research Design
The purpose of the study was to investigate kindergarten teachers’ perceptions of
the relationships between music, movement, and phonemic and phonological awareness
learning in the early childhood classroom, to determine if any similarities and differences
existed among these teachers’ perceptions, and to discover how teachers’ perceptions
compared to instructional practices. Qualitative research methods provide an opportunity
for the investigator to become familiar with, “the setting, the participants, and their
interactions” ; therefore, data are gathered through person-to-person interactions between
the investigator and the participants (Gay, 2009, p. 15). This section includes a
description of the research design, school setting, participants, data collection, and data
analysis. The school district and the principals of the two schools under study gave the
researcher permission to work with the teachers who agreed to participate in this study.
Permission to conduct research was granted by the Internal Review Board at the
University of Memphis (IRB ID # 3534).
School Setting
The study was conducted in two public elementary schools in West Tennessee
that served students in grades Pre-kindergarten through grade 5. Although I was
employed in the school district in which the study was conducted, I did not teach in either
of the schools under study; therefore, I had no contact with the kindergarten teacher
participants. The first school served approximately 862 students, and the other served
approximately 670. Both elementary schools were located in suburban areas and were
two of five elementary schools in the school district.
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Approximate percentages for the demographic make-up of the first school under
study, as reported for 2014, can be seen in Table 1. The student population for this
school consisted of the following: 4.1% Hispanic or Latino, 26.3% African American,
13.9% Asian, and 55.7% Caucasian, while 17.5% of students were reported as
economically disadvantaged. Approximate percentages for the demographic make-up of
the second school under study, as reported for 2014, can be seen in Table 1. The student
population for this school consisted of the following: 6% Hispanic or Latino, 9% African
American, 10.6% Asian, and 74.3% Caucasian, while only 12.8% of students were
reported as economically disadvantaged.

Table 1
Student Population by Race for the Schools Under Study
School 1
School 2
Student Race
(n=862)
(n= 670)
Asian
119 (13.9%) 71 (10.6%)
Black

226 (26.3%)

60 (9%)

Hispanic

36 (4.1%)

40 (6%)

White

481 (55.7%)

499 (74.4%)

Participants
Upon IRB approval, I approached the participants, face-to-face, to introduce the
research study, explain the purpose of the research, and request their participation in the
study. It was expected that participants would agree to share their experiences and
teaching methods regarding the use of music and movement in the kindergarten
classroom. After the study was explained to participants and once the participants were
aware of their roles, they were asked to complete and sign consent forms.
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The participants in the study consisted of six purposively selected kindergarten
teachers who were all seasoned educators. Gay (2009) stated that participants who are
purposively selected are those thought to be, “informative, articulate, and experienced
with the research topic and setting” (p. 135). Hancock and Algozzine (2006)
recommended that the participants be knowledgeable about the research topic, allowing
them to speak to the research questions. These six kindergarten teachers were selected
based on pre-determined criteria concerning teaching experience that I found to be vital
in obtaining desired information about their experiences and perceptions. For example,
these teacher participants were viewed as professionals in the field of education, having
had more than five years of teaching experience, as seen in Table 2. This would allow
them to speak to specific components related to grade-level specific content, delivery of
the instruction, and perceptions about these items. Selected participants were teaching
kindergarten during the span of the study and were willing to share their personal
teaching experiences and perspectives regarding the topic under investigation. It is
important to note that Teachers 4, 5, and 6 were required to plan lessons collaboratively;
therefore, they submitted the same lesson plans for review. All participants, shown in
Table 2, taught at one of the two West Tennessee schools described in Table 1.
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Table 2
Participants' Credentials
Participant
Highest Degree Attained
Teacher 1
M.S. Curriculum and Instruction

Years of Teaching Experience
9

Teacher 2

B.S. Education

25

Teacher 3

M.S. Education plus 45

33

Teacher 4

B.S. Education

29

Teacher 5

B.S. Early Childhood Education

29

Teacher 6

B.S. Early Childhood Education

18

Data Collection
Qualitative data collection should be interactive, and multiple methods should be
used to lead to emerging themes related to research questions (Campbell, 2014;
Lichtman, 2010). Asynchronous online surveys, participant observation, field notes,
lesson plans, photos, and videos served as the methods of data collection in this study.
Table 3 shows how research methods were used to answer the research questions.
The survey questions were delivered to teachers through electronic mail to assist
them in reflecting on their own teaching practices and perceptions (Lichtman, 2010).
Surveying participants allowed me to know their stories about teaching, and “stories are a
way of knowing” (Seidman, 1998, p. 1). This enabled me to gain an understanding of
their teaching approaches and perceptions about teaching and learning. The survey
questions were semi open-ended in nature and addressed what strategies were used to
teach, promote, or support the development of phonemic and phonological awareness.
The survey questions were initially used in a study conducted by Wilson (2014) and these
questions were modified to elicit more in depth responses from participants in the present
study.
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All face-to-face communication with participants was held in the classrooms at
the schools where the participants taught. This provided a comfortable environment for
introductory meetings and member checking, a technique used to ensure study findings
are valid (Jackson, Drummond, & Camara, 2007; Lichtman, 2010). Member checking is
a preferred method in qualitative research as it provides an acceptable avenue for
participants and the researcher to comfortably communicate while the researcher remains
receptive to meaningful data that surface (Jackson et al., 2007; Lichtman, 2010). During
the month of February, survey questions were sent to participants through electronic mail
and participants were asked to respond within two weeks. Questions for online surveys
can be seen in Table 4, while Appendix 1 shows how the survey questions addressed the
three research questions in this study.
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Table 3
Research Questions and Data Collection Methods
Participant Online
observation surveys

Lesson
plans

1. What
perceptions were
revealed in
teachers' views of
the relationships
between music,
movement, and
phonemic and
phonological
awareness
instruction?
2. Were there any
similarities and
differences in
these teachers'
perceptions about
the relationships
between music,
movement, and
phonemic and
phonological
awareness
instruction?

*

*

*

*

*

3. How do
teachers’
perceptions of the
relationships
among movement,
music, and
phonemic and
phonological
awareness
compare to their
instructional
practices?

*

*

*
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Photos

Videos

Field
notes

*

*

*

*

*

*

*

*

Table 4
Survey Questions
1. What is your early childhood teaching philosophy?
2. What do you think is the best way for you to teach your students phonemic and
phonological awareness skills?
3. What kinds of activities do you implement to teach phonemic and phonological
awareness?
4. Do you think it is important to deliver instruction in different ways? Why or why not?
5. In what ways do you use movement and (or) physical movement to teach and support
the development of phonemic and phonological awareness in the classroom?
6. Do you think incorporating music and (or) movement is helpful in teaching phonemic
and phonological awareness to young students? If yes, how is it helpful?
7. Do you utilize materials that your school district provides, such as the flip charts and
sing alongs included with your reading series? In what ways do you do so?
8. Do you think the ages of your students impact your instruction? If yes, why? If no,
why not?
9. Could incorporating music and movement aid your instruction while adhering to a
rigorous literacy curriculum?
10. How might incorporating music and movement help struggling learners, specifically?
11. What resources are specifically helpful to you while teaching phonemic and
phonological awareness to your kindergarten students?
12. What kind of information or in-service sessions may help you teach young students
phonemic and phonological awareness?
For any participant for which answers were unclear, I called or emailed the
participant for clarification. The communication method for any necessary clarification
was dependent on the personal preference expressed by the participant. All surveys were
completed in April 2015. Participants agreed to allow the researcher to visit their
classrooms during the daily literacy block to conduct observations. Participants were
able to specify how the researcher participated during their regular literacy instruction.
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During the study, the researcher conducted two observations of each of the six
participants, and as recommended by Jackson et al. (2007), soon after each observation
the researcher reflected on the experience and made field notes.
When the study was initially introduced, participants were asked to provide two
weeks of reading and language arts lesson plans. Plans were reviewed to determine if
and how teachers planned for their students to engage in music and movement
opportunities during phonemic and phonological awareness instruction (Wynn, 2008).
Upon review of the lesson plans, I made note of areas in which I sought clarification from
the participants. This allowed me to ask additional questions about lesson plans in
relation to research questions.
Participants were provided with a camera for use in their classrooms and were
asked to take three or more photos that were representative of their phonemic and
phonological awareness teaching methods. They were asked to write a caption or short
narrative because when such information is added, “additional information and the
photographer’s intent in taking the photo become more available to the reader”
(Thompson & Williams, 2009, p. 6). Photographs can be powerful presentations of what
is being studied (Lichtman, 2010; Thompson & Williams, 2009).
Teachers were asked to use an iPad, owned by the school, to record videos of
phonemic and phonological awareness instruction during the daily literacy block.
Participants were asked to take two to three videos of instruction in their classrooms.
There was no requirement or limit specified for video length. Utilizing video in
classroom settings can provide a detailed account of daily natural occurrences and can
disclose meaningful items that may normally be unobserved (Griffee, 2005).
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Data Analysis
Participants responded to survey questions through electronic mail. The
researcher responded to teacher responses and participants provided additional
information as requested. This electronic mail exchange continued until survey questions
were fully answered. Field notes made after each observation were compiled and
reviewed (Lichtman, 2010).
Upon collecting the data through the above methods, I organized the data,
analyzed for common themes, as explained by Campbell (2014), and coded using
methods as described by Lichtman (2010). In the first stage, I read each statement
without any concern with its relationship to other aspects of the text. In the second stage,
I read each statement repeatedly to familiarize myself with the transcript. In the third
stage, I began to watch for patterns and themes to develop. In the fourth stage, among
themes, patterns, similarities, and contradictions, I selected relevancies and discarded
irrelevancies. Finally, in the fifth stage, I brought together the themes from each
response, unified the themes under the umbrella of the cultures being studied, and then
related them to the review of literature (Lichtman, 2010).
After obtaining each teacher’s lesson plans, I examined them to determine if and
how teachers utilized music and movement strategies in their phonemic and phonological
awareness instruction. When clarification was needed regarding teachers’ lesson plans, I
asked clarifying questions such as the following:
1. What objectives or outcomes are associated with these plans?
2. Have you taught in this way before?
3. In the past, was this a successful plan for your students?
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4. What is meant by…?
5. How did you decide to include this in your plans?
6. What kind of student outcomes do you expect from this lesson plan?
7. How might you modify your lesson plans during instruction?
8. After teaching a lesson, do you make any reflective notes about your
teaching? If yes, how? If not, why?
9. During a lesson, do you make note of student performance related to
lesson objectives? If yes, why? If no, why not?
Photos were used as they provided a representation of ways in which participants
integrated music and movement to support the development of phonemic and
phonological awareness, and videos allowed me to see a realistic representation of
literacy instruction in each kindergarten classroom (Griffee, 2005). I examined the
photos and videos to build a better understanding of teachers’ perceptions among existing
relationships between music, movement, and phonemic and phonological awareness
instruction.
I verified the analysis of data by employing the member checking strategy, as
described by Lichtman (2010) and Jackson et al. (2007). After data were collected and
analyzed, I met with all teachers, in a face-to face meeting, and shared my analysis with
them. This meeting took place in April at the schools in which the participants taught.
All teachers were asked to review my findings until consensus was reached. I then asked
one educator, with a strong early childhood background, to code and categorize my data
and consensus was reached. The research methods allowed me to examine the
relationships between teachers’ perceptions and their teaching practices. The main
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factors underlying qualitative research are discovery and understanding (Campbell, 2014;
Gay, 2009; Lichtman, 2010). In this study, I sought to understand and discover the
perceptions of teachers about practices which promote phonemic and phonological
awareness, and if their practices included movement and music activities to do so. Data
collection began in February 2015 and was completed in April 2015.
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Chapter 4 – Results
Qualitative analysis of data through asynchronous online surveys, participant
observation, field notes, lesson plans, photos, and videos produced valid and useful
outcomes including the following themes: (a) differentiation, (b) Developmentally
Appropriately Practice (DAP), and (c) the importance of playful activites. Differentiation
refers to an approach in which teachers provide variation within instruction to provide the
best possible learning experience for all students, and to enable students to meet their full
potential (Ankrum et al., 2013; Gunning, 2009; Tomlinson, 2000; Watts-Taffe et al.,
2012). Differentiating is, “tailoring instruction to meet individual needs” (Tomlinson,
2000, p. 1) and can occur through the content, process, products, and (or) learning
environment (Tomlinson, 2000). DAP is a research based approach regarding the care
and education of young children (Copple & Bredekamp, 2009). More specifically, it is
based on constructivist teaching methods (Rushton & Larkin, 2001) and involves precise
standards put forth for the growth, development, and education of infants to eight-yearold children (Copple & Bredekamp, 2009). Playful activities refer to any playful
behaviors or activities in which students are given opportunities to engage in playful
learning activities or games (Kieff & Casbergue, 2000).
Differentiation
As seen in Table 5, all six participants referred to music and movement as tools
that were regularly incorporated throughout the school day. Participants provided several
ways in which they used music and movement in their classrooms and provided
explanations for utilizing these tools. The data suggested that teachers integrated music
and movement activities not only into phonemic and phonological awareness instruction
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but also integrated music and movement throughout the instructional day. Teachers
openly shared their perspectives about how the incorporation of music and movement
supported academic and social development in their students. Although all six teachers
implemented differentiated instruction, some implemented it more often than others. The
two observed avenues for differentiation included differentiation of the process and the
products. In other words, differentiation was seen in how information was delivered,
including the opportunities students were given to engage in the content, as well as the
products or end result.
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Table 5
Survey Questionnaire Results and Emerged Themes from Teacher Responses
Survey Question
1. What is your early childhood teaching philosophy?
DAP
Differentiation
Learning Environment
Play, Games, or Manipulatives
2. What do you think is the best way for you to teach your
students phonemic and phonological awareness skills?
Differentiation
Using Music
DAP
Using Movement
Play, Games, or Manipulatives
3. What kinds of activities do you implement to teach
phonemic and phonological awareness?
Play or Games
Differentiation
Music
DAP
Movement
4. Do you think it is important to deliver instruction in different
ways? Why or why not?
Differentiation
Play, Games, or Manipulatives
DAP
5. In what ways do you use movement and (or) physical
movement to teach and support the development of phonemic
and phonological awareness in the classroom?
Use of Music
Play, Games, or Manipulatives
Use of Movement
DAP
Retention of Information
6. Do you think incorporating music and (or) movement is
helpful in teaching phonemic and phonological awareness to
young students? If yes, how is it helpful?
DAP
Use of Music
Use of Movement
Differentiation
Retention of Information
Play, Games, or Manipulatives
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*

*

Table 5 continued…
Survey Question
7. Do you utilize materials that your school district such as the
flip charts and sing alongs that are included with your reading
series? In what ways do you do so?
Use of Music
DAP
Differentiation
Play, Games, or Manipulatives
8. Do you think the ages of your students impact your
instruction? If yes, why? If no, why not?
Differentiation
DAP
Play, Games, or Manipulatives
Use of Music
9. Could incorporating music and movement aid your
instruction while adhering to a rigorous literacy curriculum?
DAP
Use of Movement
Retention of Information
Differentiation
Use of Music
Play, Games, and Manipulatives
10. How might incorporating music and movement help
struggling learners, specifically?
Use of Music
DAP
Play, Games, or Manipulatives
Retention of Information
Differentiation
11. What resources are specifically helpful to you while
teaching phonemic and phonological awareness to your
kindergarten students?
Secret Stories
Online Resources
Dr. Jean
Jack Hartman
Frog Street Press
12. What kind of information or in-service sessions may help
you teach young students phonemic and phonological
awareness?
How to implement music
How to implement Differentiated Instruction
Collaboration Opportunities
How to Implement Movement
How to Implement Games
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Teacher 1
When I asked Teacher 1 about her philosophy of education, differentiation was a
reoccurring theme throughout her responses. Specifically, she revealed that she regularly
planned for differentiation of the learning process for her students. She addressed her
knowledge that children learn in different ways and should be provided with
opportunities to learn and to be challenged at the appropriate levels. She stated, “It is my
goal to meet all the needs of my students.” She expressed that differentiation is difficult
to implement but claimed that it was her job to meet the needs of her high and low
performing students, and to ensure that none of her students’ needs were neglected. She
said:
My concern is that when you get in a situation like I am this year, finding the
balance between allowing some students to fall through the cracks, or not
challenging my higher level students. Neither of which I will let happen, but it is
challenging.
Through survey questions, Teacher 1 was asked about best practices for teaching
her kindergarten students phonemic and phonological awareness. She addressed the
methods through which her students best learn and claimed, “I believe a wide variety of
methods are key for teaching any skill.” She explained how she differentiated instruction
through the use of different materials when she continued, “I use listening, speaking, and
written print, as well as manipulatives, to teach phonemic and phonological awareness.”
She emphasized that implementing differentiation, rather than whole group instruction,
for phonemic and phonological awareness instruction ensures student needs are being
met when she commented, “This will make sure you are hitting all levels and types of
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learners.” She proceeded to expand on the types of instruction she regularly provided her
students when teaching phonemic and phonological awareness. She said, “I use songs,
dances, clapping, hand motions, and my own hints, paired with discussions, whole-group,
small group, and one-on-one when I can.” She referred to her diverse group of students
regarding academic ability and explained some peer strategies used in her classroom.
“Pairing students with higher level students and more one-on-one attention helps meet the
needs of the students,” she explained.
She spoke about her use of physical movement to differentiate instruction and
explained, “Movement is just another form of teaching and learning that may help some
connect better to a skill.” While she discussed using some of the materials that were
provided by her school and district, she observed that in order to differentiate for her
students, it is necessary to look outside of the materials provided by the school district.
She said, “We have to supplement a lot of our own methods.”
As revealed in her responses to survey questions, I observed in her classroom that
she allowed students many opportunities to engage with the content (March 2nd). She
seemed to be aware of her students’ abilities and responded to specific student needs
throughout the lesson. After providing direct instruction, she instructed students to go to
literacy centers and instructed four students to come work with her at a student table.
While the majority of the students worked at literacy centers, Teacher 1 provided
instruction according to the students’ abilities at her guided reading table. After
approximately 15 min, the students rotated to a different center and a different group of
students came to work with her.
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Teacher 1 had previously expressed the difficulty of challenging some students
while providing reinforcement to those who performed below average. As I observed
her, I noticed that her procedures for literacy centers allowed her to work with students in
groups, according to their abilities. According to my field notes, it was found that many
manipulatives were used to differentiate instruction, such as games, letter tiles, and other
tangible resources (April 6th).
Teacher 2
Through responses to survey questions, Teacher 2 expressed that differentiation is
key to the phonemic and phonological awareness learning in her classroom. Her
responses suggested that she incorporated differentiation through the process and
products. She stated, “Activities that are used to teach literacy skills are modeling, direct
instruction, small group instruction, partner work, centers, etc.” She acknowledged that
students learn in different ways and expressed that when instruction is exciting and
stimulating, students are likely to pay attention. She explained, “We also know that we
learn more by doing and not just hearing.” She continued that when students are able to
associate learning with physical movement or music, this is, “tapping into more than just
the auditory part of learning.”
When explaining the benefit of incorporating music and movement with
phonemic and phonological awareness instruction, Teacher 2 expressed that these
components allow for a multisensory experience, which has a positive impact on young
children. She commented, “If they are emotionally involved, they will pay attention and
remember better. I think the kinesthetic part of learning at this age really helps with
retention of a skill.” When asked about meeting the needs of her young students and
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students with differing abilities, Teacher 2 remarked that the needs of her lower
performing students require specific involvement on her part, and described how she
approached these students. She indicated, “The students that are behind need more direct
instruction.” She explained ways she helped her young students by providing multiple
levels and types of support when she said, “There is a lot of reteaching and parent contact
to give them ideas for how they can work with their student at home.” She shared that
incorporating peer guidance can have a positive impact on instruction. Teacher 2 claimed
that she utilized resources other than those provided by the school and district to meet the
needs of her students. She provided photos of effective supplemental materials for
teaching phonemic and phonological awareness.
The use of differentiation was further observed in her classroom. Teacher 2 had
previously mentioned that students learn by doing and that she taught through whole and
small group instruction. One strategy she reviewed with students was the use of fine
motor movements to count phonemes in words students wanted to write. For example,
the teacher said, “The word is ‘can.’ Fingers up and let’s count how many sounds we
hear.” Students participated by stating the word with their teacher and placing one finger
on their hand for each sound that was heard in the word. Another strategy was the use of
Secret Stories that the teacher had taught previously (March 23rd).
After providing direct instruction, students were dismissed to their literacy centers
where they completed writing activities. Teacher 2 had expressed the importance of
providing on level instruction. According to field notes, I observed that Teacher 2
implemented on level instruction by holding guided reading groups. As a result, she was
able to provide remediation to some students and enrichment to others. She spent the
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majority of the time with a group of students at one table but also circulated to other
tables to facilitate learning and to ensure students remained on task.
Upon review of her lesson plans, it seemed that she focused heavily on the
implementation of differentiation. Her plans reflected different tasks required for low,
medium, and high performing students. For example, some students were to write the
words to describe the story elements while others were required to write full sentences
explaining the setting. One note on her lesson plan for verbs read:
The student will be directed to write a sentence about what their person is doing.
For example, ‘Johnny is swimming in the swimming pool in my backyard.’ The
middle level students might put, ‘Sam is swimming.’ The lowest level may put
the beginning letters of each word and a period at the end, showing the beginning
stages of writing.
This seemed to indicate that Teacher 2 was aware of the differing abilities in her
classroom, and the plans reflected that she prepared and planned accordingly.
Teacher 3
When asked about her philosophy of education, differentiation was an element
Teacher 3 addressed concerning the diverse student population in her class and the
importance of effectively teaching this group. She appeared to recognize that a single
classroom includes students of differing abilities and that while differentiation is difficult,
it enables all students to learn. She stated that she seeks to provide, “a community
classroom where students share knowledge and learn from each other, regardless of their
academic levels.” Responses Teacher 3 provided to survey questions also indicated that
she incorporated differentiated instruction to meet the needs of her diverse classroom.
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The most common ways Teacher 3 claimed to differentiate instruction involved the
process and the end product. She observed, “I teach through varying methods.” She
noted, “It’s impossible for me to think that I will go into my class and teach them in one
particular way.” It seemed that Teacher 3 took her students’ academic and
developmental needs into consideration when she said she expands on content as students
express interest and, “as student needs arise.” While Teacher 3 expressed she used some
materials provided by her school and district, such as the flip charts, she emphasized the
importance of locating and utilizing resources outside these. She said, “I normally do not
use the sing alongs provided with the reading series because I know of other songs that I
prefer to use.” She mentioned that she used an alphabet chant, songs, dramatic play,
discussion, and different text activities.
Based on the responses provided by Teacher 3, it seemed that her knowledge of
her students heavily influenced her planning and instructional techniques. She explained,
“Almost each time I teach a lesson, I have to consider the older children versus the
younger children because they may be on different levels academically.” She continued,
“I also have to consider (regardless of age) the varying academic levels they are in
kindergarten and their individual learning styles.” She remarked that when the process is
differentiated by use of opportunities to participate in music and movement activities,
children have a desire to be actively involved in the learning. Teacher 3 expanded on her
process for teaching specific phonological skills using fine motor movements when she
shared:
When teaching syllables, students place their thumb on the bottom of their chin.
They say a given word and count how many times their thumb bumps down to
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determine how many syllables are in that word. Once they become used to
counting syllables, I teach them to clap out syllables.
She also told me, “I use letter tiles, phonics dominoes, Link ‘n’ Spell letters and numbers,
teacher made centers, and other activities.” She explained that she allowed students to
engage in learning through, “journal entries in which they draw the picture and label,
dictate, or write a sentence or sentences.”
My field notes suggested that Teacher 3 provided differentiated instruction to her
students as the class participated in literacy learning centers, and guided reading groups
met with the teacher at her table (March 9th). The teacher showed a story on the
Promethean board, then allowed students to participate in an interactive game about the
story. After the story, discussion, and the interactive game, Teacher 3 gave instructions
for a group project in which students were to illustrate and describe a specific part of the
plot. Students were required to produce a photo, a description with text, and a verbal
presentation of their work. While this required all students to meet the lesson objective
and extend through writing, they were able to work on their individual levels. Based on
their abilities, students were assigned different end products. While students worked, the
teacher circulated, providing support as students worked (April 13th).
Teacher 3 submitted lesson plans indicating that her students participate in
literacy centers daily. After reviewing her plans, I asked about her literacy centers. She
expressed that she pulled guided reading groups at this time to provide differentiation
instruction, which was also seen during observations. While she submitted video
footage, differentiation was only seen in one of the videos, in which she asked
differentiated questions (April 10th). Differentiation was seen more often in survey
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responses and field notes than in the videos that demonstrated mostly whole class
participation in learning. The theme of differentiation was not supported through the
photos taken in the classroom; however, other methods revealed that Teacher 3 did
implement differentiation on a regular basis.
Teacher 4
When discussing her philosophy of education, Teacher 4 addressed the age of her
young students and labeled differentiation as a strategy consistently used in her practice.
Her responses indicated that the process, product, and learning environment are
components through which differentiation is implemented. When asked about how she
served her young students, she stated, “My lessons are tailored for 5 to 6-year old
children. I use the following daily in my classroom: a wide range of literature, rhymes,
songs, chants, instructional games, and differentiated whole group learning activities.”
She added that with kindergarten expectations consistently increasing, she considers her
young students and what is developmentally appropriate for them while planning for
effective instruction. She said, “Meaningful music activities such as alliteration, rhyme,
rhythm, and song help build auditory awareness skills, a necessary component of
reading.” She continued, “In my classroom, a variety of music and movement activities
are implemented into the daily routine.”
Concerning the way in which content is delivered, also known as the process,
Teacher 4 explained the way she utilized whole group instruction to assess students
which allowed her to generate differentiated activities for them. She asserted, “Whole
group instruction allows me to build that foundation before establishing independent
activities for my students.” She appeared to recognize that students learn through
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different avenues as she explained, “Each child has his or her style of learning,
processing, and retaining information.” Concerning teaching resources, Teacher 4
explained that she located resources outside what is provided by the school and district.
She claimed, “I really prefer to use my own findings as far as resources go, as it
motivates me to own the lesson of the particular skill I am teaching.”
Based on my field notes, Teacher 4 included differentiated activities for her
students (March 10th and April 7th). Specifically, she provided differentiation while
students participated in literacy centers and, one group at a time, students visited the
teacher at her guided reading table for individualized instruction. Figures 1 and 2 show a
differentiated activity in which students blended phonemes to read words then writing the
words on their dry erase boards. Teacher 4 used this hands-on tool to teach students that
words are created of individual phonemes. She instructed students to indicate the sound
of each letter then assisted them in blending the letters together to read the CVC word
fluently.
It is noteworthy that Teacher 4 shared lesson plans with Teachers 5 and 6. The
plans were detailed but did not address differentiation and did not include information
suggesting differentiated activities were included. Teacher 4 submitted videos, but these
videos captured mostly whole group instruction; therefore, differentiation was not seen.
While I did not see differentiated activities in the videos, this theme did arise in field
notes and through survey question responses.
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Figure 1. Letter Tiles and Boards. This figure illustrates Teacher 4 using a tool for teaching
phonemes and word fluency (photographed by the researcher).

Figure 2. Letter Tiles and CVC Words. This figure illustrates the students engaged in a
differentiated activity while working on CVC word fluency (photographed by the researcher).

Teacher 5
When addressing her teaching philosophy, Teacher 5 explained that kindergarten
is vital to a student’s success because it is the foundation for literacy. She explained, “It
has always been important to me to make sure I give my kindergarteners a strong
foundation to build on, as well as a love for school so they will want to come to school.”
When asked about teaching phonemic and phonological awareness skills, Teacher 5
shared that differentiation of the process allows her students to learn the content and
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become comfortable with this newly learned information. She said, “I have found that
the more we practice using different methods, the more it becomes familiar and
comfortable for them, especially when working on word building.” She shared that in
guiding students to meet the demands of the rigorous kindergarten literacy curriculum,
the use of music and movement serve as effective methods for teaching phonemic and
phonological awareness, allowing students to progress.
When asked about how to best teach phonemic and phonological awareness skills
to her students, she asserted that focusing on the foundation is important. She stated, “I
think you have to start with the basics such as letter names, letter sounds, and build on
that.” Teacher 5 reinforced her belief that students should be provided with multiple
opportunities to engage in content when she stated, “We use whole group games as well
as partner and small group games.” She continued, “White boards, literacy stations, and
choice baskets with interactive games are also used throughout the day.” She claimed
that allowing students to work with a partner provides them with useful opportunities to
learn from each other.
Although Teacher 5 expressed the importance of differentiation, field notes made
during observations did not suggest differentiation was included in the lessons I observed
(March 10th and April 11th). While responses to survey questions suggested that Teacher
5 regularly implemented differentiation, this was not seen in the lesson plans she shared
with Teachers 4 and 6. Video footage did not reveal the theme of differentiation;
however, she claimed to utilize it (February 11th).
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Teacher 6
When Teacher 6 was asked about her philosophy of education, differentiation was
referenced continually. She emphasized that her role, as the educator, is to meet the
needs of her students through differentiation. She said, “I try to meet all students needs.”
She indicated that differing abilities exist among students in her kindergarten classroom
when she continued, “Whether it be challenging a child on a 2nd grade reading level or
helping a student learn how to write his or her name, my job is to help each student grow
academically.” As Teacher 6 responded to survey questions, she expressed her thoughts
about how to teach phonemic and phonological awareness by stating, “A variety of
techniques should be used when teaching, including music, movement, whole group
instruction, small group instruction, partner activities, and independent paper/pencil
activities.”
Teacher 6 suggested why differentiation of the process is important as she
addressed the content she is required to teach. She said, “Small groups allow me to work
with students at their levels.” She also noted, “Students needing remediation on a skill
can get concentrated practice in a small group. Enrichment can also be provided more
easily at appropriate levels in small groups.” She explained one way she tailors
phonemic and phonological awareness activities to her young students when she said,
“When I introduce a new letter, sometimes I will have students become letter detectives.
They walk around the classroom after the lesson for 3 or 4 min, looking for pictures and
(or) objects that have that initial sound.” She shared another example. She stated:
I also have students match the same beginning (or ending) sounds or rhymes in
pictures with another student. I pass out pictures, ask students to wait to look,
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count to three, then they walk around and find their partner. When they do, they
sit with their partner.
My observations dated, March 10th and April 7th, revealed that Teacher 6
implemented differentiated activities for her students. Such activities included small
group instruction with students of similar academic abilities while other students
participated in literacy centers. As previously stated, the plans Teacher 6 shared with
Teachers 4 and 5 did not reflect differentiation. Although Teacher 6 submitted videos,
the footage (dated February 25th) included primarily whole group activities. This
involved direct instruction, in which all students participated; therefore, differentiation
was not seen.
Developmentally Appropriate Practice (DAP)
When I referred to the survey responses, my field notes, teachers’ lesson plans,
photos, and videos, it was evident that all six teachers focused heavily on the use of DAP
(see Table 5). Each of the six teachers regularly incorporated best practices, and data
revealed that they were familiar with the importance of supporting the development of
the whole child. All teachers incorporated daily routines, procedures, activities,
materials, and instruction that collectively provided an appropriate learning environment,
as described by DAP. All six classrooms were especially representative of DAP,
concerning an environment in which students feel safe and secure. Some examples of
this are represented in Figures 3, 4, 5, and 6 (photographed by the researcher). While the
classrooms of all teachers are not represented in the photos, the classrooms of each of the
six teachers included areas such as these. Data revealed that all teachers strived to meet
the academic and developmental needs of their children, especially in preparing elements
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of the learning environment, which included a positive classroom atmosphere. All six
teachers shared that it was their responsibility to set the stage for learning for their
students. For example, all teachers mentioned that they are responsible for encouraging
creativity and exploration while instilling in their students a love for learning.
While all teachers demonstrated that they strongly valued and incorporated DAP
based learning opportunities, Teachers 1, 2, 4, and 6 most often incorporated
developmentally appropriate opportunities, in which students were able to engage and
participate through music and movement. While a DAP approach was evident between
Teachers 3 and 5, movement linked with learning, or those opportunities to participate in
learning through music were not observed. Teachers 3 and 5 regularly provided their
students with effective whole group instruction and frequent opportunities to engage with
content through visually appealing materials, choral response, and through a variety of
manipulatives.

Figure 3. Classroom Play Area. This figure illustrates the play area in Teacher 5’s classroom
(photographed by the researcher).
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Figure 4. Classroom Floor Area. This figure illustrates the area in the classroom of Teacher 6
where direct instruction is often provided (photographed by the researcher).

Figure 5. Classroom Reading Area. This figure illustrates the reading area in Teacher 6’s
classroom (photographed by the researcher).
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Figure 6. Student Work Area. This figure illustrates the work area for students in the classroom
of Teacher 6 (photographed by the researcher).

Teacher 1
When asked to speak to her philosophy of education, Teacher 1 addressed three
main components to explain her view of quality early childhood education including a
specific learning environment, DAP, and differentiation. She explained that a secure
learning environment is vital to her students’ success by saying, “I feel it is my job to
foster a love for learning to each and every child in my classroom.” While explaining her
teaching philosophy further, Teacher 1 spoke about her role regarding preparation of the
learning environment for her students when she shared, “I want to foster an environment
where the children feel safe and excited to learn in their own ways and go above and
beyond standards set.” As she discussed her philosophy of teaching further, she
explained her intentions for the classroom atmosphere by stating, “I also use more
positive reinforcement than negative reinforcement in my room.”
To Teacher 1, offering her students DAP activities appeared to be very important
to her students’ development and learning. She explained, “It is my goal to meet all the
needs of my students and their various learning styles, and it is hard to keep the kids who
are not advanced on pace.” She expressed that providing necessary differentiated
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instruction to meet the demands of the differing abilities in her class is often difficult and
requires that she locate supplemental materials for daily use to meet student needs. She
commented, “It is my job, yet difficult, to help my higher achieving students meet their
potential while keeping my lower achieving students afloat.”
In responding to survey questions, DAP was a reoccurring theme (see Table 5).
When she explained her approach for striving to meet the needs of all of her students, it
appeared that she considered individual student needs, made learning attainable for her
students, and understood that young students need to experience success. She said, “I set
high standards and clear objectives so the students can succeed and like to succeed.” The
responses provided by Teacher 1 as she addressed her teaching philosophy suggested that
she held constructivist views concerning child learning and development. She
demonstrated consideration of her students’ preferred learning styles and emphasized
interest as a key component when she exclaimed, “Creativity and expression are key to
the students learning in their own unique ways.”
Teacher 1 clarified that her young students need, “frequent stretch or wiggle
breaks.” When I asked Teacher 1 about materials for teaching phonemic and
phonological awareness, I found that she located supplemental materials on a regular
basis, as she felt that materials provided by the school and district did not meet the
individual academic needs of her students. She explained, “I feel that the materials that
the district supplies are very lacking in the phonics area. If we are to get children reading
and first grade ready, we have to supplement a lot of our own methods.” She continued,
“While our curriculum is lacking, it is up to us, as teachers, to provide other options for
our students.”
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When I reflected upon my field notes, I found that Teacher 1 encouraged her
students to engage in group discussion and openly provided positive verbal feedback,
which appeared to add to the positive classroom community. When a student provided
an answer to a question, she responded respectfully. For example, “Good job! I like that
you sounded out the letters to find the answer.” When a student was off task she
responded politely, “What should you do when you are finished?” and the student was
able to answer her and continue working (March 7th). When leading her students for
group phonemic awareness activities, her tone was encouraging and she enhanced the
learning by incorporating movements with verbal components. To illustrate, “We are
going to do dog, ready? Touch your head for the first sound, put your hands on your hips
for the middle sound, and touch your toes for the ending sound.” In observations, I noted
that Teacher 1 modeled the phonological activities for students before asking them to
complete the task alone which is strongly representative of a DAP approach and is
recognized as one strategy for effective teachers (March 2nd).
My field notes revealed that Teacher 1 provided students with several
opportunities to move and dance as she activated prior knowledge and reviewed recently
learned content (April 6th). Students participated in singing songs to review vowel
sounds. Students also did motions that went with the vowel sound songs to tunes such as,
Twinkle Twinkle Little Star. I made note that students were familiar with several Secret
Stories (display of posters seen in Figure 7). The teacher led her students in reviewing
the Secret Stories they would need to use as they completed writing tasks. Students
participated in discussion and made the corresponding movements as they told the story.
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For example, they reviewed ‘ch’ and students moved their arms like a choo choo train
and made the /ch/ sound, as pictured in Figure 8.
As students reviewed the ‘th’ sounds, Teacher 1 called on students to tell the
story. One student shared, “The letters ‘t’ and ‘h’ don’t like each other so they stick out
their tongue like this” as he made the /th/ sounds. It seemed that the Secret Stories both
stimulated interest in the students and assisted students in applying the knowledge to their
writing and other literacy tasks. Students participated in literacy centers, while the
teacher provided on level instruction to a group. Figure 9 shows a sample of student
work completed at one literacy center. At this particular literacy center, students were
required to generate words with an initial ‘p’ sound and then illustrate a picture in their
journals. Students were given the choice to write sentences about their picture or label
the pictures. While at centers, students were instructed to sound out the words
independently, using the Secret Stories wall as a reference. Students completed work on
their independent levels (April 6th).
While the lesson plans submitted by Teacher 1 were not detailed, they included
components in which students engaged in developmentally appropriate activities. The
activities included interactive games on the Promethean board as well as participation in
literacy centers each day of the week. These elements in the plans suggest that Teacher 1
was familiar with her student interests and developmental needs. Teacher 1 did not
submit videos. The photos submitted by Teacher 1 appeared to support a DAP approach.
Figures 10, 11, and 12 suggested that Teacher 1 was knowledgeable about the importance
of visually appealing materials for young students, as well as the importance of graphic
organizers when promoting phonemic and phonological awareness development.
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Figure 7. Secret Stories Poster Display. This figure illustrates a display of the Secret Stories
posters that all six teachers displayed for students (photographed by the researcher).

Figure 8. Secret Story for ‘ch’. This figure illustrates one of the photos on the wall in the
classroom of Teacher 1 (photographed by the researcher).
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Figure 9. Student Work Sample. This figure illustrates student work created at a literacy center
where students applied knowledge about letter ‘p’ (photographed by the researcher).

Figure 10. Word Family Chart. This figure illustrates a useful tool used by Teacher 1 for teaching
phonemic and phonological awareness (photographed by the researcher).
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Figure 11. Diagraph Cards Display. This figure illustrates resources regularly used by Teacher 1
for teaching phonemic and phonological awareness (photographed by Teacher 1).

Figure 12. Letter Tiles and CVC Chart. This figure illustrates manipulative resources regularly
used by kindergarten students for phonemic and phonological awareness learning (photographed
by Teacher 1).

Teacher 2
When explaining her teaching philosophy, Teacher 2 spoke about young children
being individuals who, upon arrival to school, are in need of appropriate involvement of
the educator and input from peers, to grow. She said, “I believe each child is an
individual who needs a secure, caring, and stimulating atmosphere in which to grow and
mature emotionally, intellectually, physically, and socially.” She expressed her
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intentions as an educator of young children when she claimed, “It is my desire as an
educator to help students meet their fullest potential in these areas by providing an
environment that is safe, supports risk-taking, and invites a sharing of ideas.”
Concerning the fundamentals of a kindergarten classroom, like Teacher 1, Teacher 2
emphasized the importance of the early childhood learning environment when she
explained three vital points. She commented:
There are three elements that I believe are conducive to establishing such an
environment: (a) the teacher acting as a guide, (b) allowing the child’s natural
curiosity to direct his or her learning, and (c) helping students to develop a deep
love and respect for themselves, others, and their environment.
When addressing phonemic awareness for young learners, she expressed that connecting
learning to students’ lives positively impacts learning and leads to retention of
information when she claimed, “Helping students associate areas such as sounds to
something in their life will help it stick in their minds.” She continued by sharing a
scenario about one of her students. “I have a student that could not identify letter names
and sounds so I associated almost every letter with something in her life, then she was
able to isolate letter sounds.” She responded to a survey question regarding the use of
music and movement to teach phonological awareness, and her responses reflected an
element mentioned in her teaching philosophy that interest and curiosity are key
components to learning. She confirmed that using music and movement aids student
learning when she stated, “Music and movement are multisensory, which is going to
stimulate emotion, interest, and excitement.”
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My field notes indicated that Teacher 2 provided her students with many
opportunities to discuss what they were learning, to ask questions, and to engage in
learning in many ways. For example, students participated in whole group instruction for
a short period of time, suggesting Teacher 2 was familiar with the span of time in which
she could maintain students’ attention. Like Teacher 1, during group instruction, Teacher
2 reviewed some of the Secret Stories for the sounds the students would be using in their
literacy center work. She also reviewed consonant-vowel-consonant-vowel (CVCe)
words in which the vowel that made a short sound in CVC words would now make a long
sound. She told the story about ‘Mommy e’ and as she reminded them about the story,
she called on students to provide examples in which the ‘e’ at the end of the CVCe word
points to the other vowel in the word and says, ‘Say your name’. Students were very
responsive to this story. When dismissed from direct instruction, the students became
occupied with manipulatives and other materials to complete age-appropriate tasks. As
students completed writing tasks, I noted that they regularly referred to the Secret Stories
wall as they reflected on the letters needed to write specific sounds and to help them spell
words in sentences. I observed Teacher 2 asking developmentally appropriate questions
to her students such as, “How can you tell what sound those letters make?” and, “Can you
tell me the story that helps you remember what letters you use for that word?” (March
23rd).
While music and movement activities were not observed during my observations
of Teacher 2, I did observe these activities in her lesson plans and in the videos provided
by her. The lesson plans submitted by Teacher 2 seemed to imply that DAP underlies her
teaching practice. The plans included opportunities for students to discuss the
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information they were learning, draw and write to represent their knowledge of the
content, and exercise hands-on and kinesthetic learning.
In the videos submitted by Teacher 2, she led the students in a review of vowel
sounds. It seemed that each vowel sound included a motion to help students make a
concrete connection for the abstract concept. For example, when students made the short
‘e’ sound, while making the sound, they held their hands by their ear like they couldn’t
hear. Teacher 2 referred to the short vowel sounds as ‘short and lazy sounds’, and the
students seemed to find this entertaining. Teacher 2 reviewed the long vowel sounds as
well, and referred to them as the super hero sounds. As students reviewed the sounds
chorally, they placed their arms in the air as if they were showing their muscles.
As the teacher reviewed some of the Secret Stories, students appeared to recall the
letter sounds easily and seemed to enjoy participating in these ways. When Teacher 2
retold the Mommy ‘e’ story addressing that Mommy ‘e’ on the end of a CVCe word
stands close to the other vowel and says, ‘Stand up straight and say your name!’, students
happily shook their finger while joining chorally.
Teacher 2 submitted five photos that suggested she utilized a DAP approach. The
first two materials seen in Figures 13 and 14 were used to teach rhyming. Teacher 2
stated:
I use this when teaching rhyming. The students choose three sliders and then get
an activity page to go with them. They write the word family name on the front
and then write all of the words that go with that word family that they can make
with the rhyming slider.
She explained the tool captured in Figure 14 when she said, “I use this with rhyming and
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have the students write the sentence that is on the truck and include the two words that
rhyme. For example, A bug is on a rug.” It seemed that Teacher 2 was mindful of her
students and their developmental needs when she shared about the bookmarks she
provides to her students. These bookmarks included digraphs accompanied by a colorful
photo of an item with the initial sound. She said, “I try to provide different little visuals
throughout the year for the students to keep to remind them of skills we are learning.”
Teacher 2 submitted a photo of a phoneme segmenting game used to help students learn
to identify phonemes in CVC words (see Figure 15).

Figure 13. Rhyming Sliders. This figure illustrates a helpful tool for teaching rhyme and word
families (photographed by Teacher 2).
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Figure 14. Fat Cat Rhyming Wheel. This figure illustrates a helpful tool for teaching rhyme and
word families (photographed by Teacher 2).

Figure 15. Phoneme Segmenting Activity. This figure illustrates an activity for phoneme
segmenting practice (photographed by Teacher 2).

Teacher 3
When asked to share her philosophy of teaching, Teacher 3 specified three
components that reflect her position as an educator. She first addressed providing
appropriately challenging work for her students, which is specified by DAP as a guideline
for effective teaching. She stated her intention, “to challenge my students and help them
grow to their fullest potential.” Similar to Teachers 1 and 2, she continued to explain the
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importance of the early learning environment by saying, “It is my job to provide an
environment where students feel comfortable to explore and be creative.” Lastly,
Teacher 3 expanded on the learning environment and explained one of her goals, “to
provide a community classroom where students share knowledge and learn from each
other regardless of their academic levels.” These three specifications, provided by
Teacher 3, fall under the DAP approach.
As she responded to the survey questions, Teacher 3 mentioned the importance of
peer interactions within the learning environment. She shared, “I think that children learn
best when they are interacting with and sharing ideas with each other.” When addressing
the ages of her students, Teacher 3 acknowledged the importance of knowing her students
academically when she stated, “I have to consider, regardless of age, the varying
academic levels they are in kindergarten.” She shared that she utilizes music to, “keep
the children involved” and reduce the likelihood for boredom.
Like the other teachers, Teacher 3 addressed the way she used Secret Stories as a
helpful tool for teaching phonemic and phonological awareness for her students. She
described how she implemented them when she observed, “The Secret Stories are
introduced on the very first day of kindergarten.” She explained how she introduced the
stories to her students when she remarked, “Often, there are teachable moments when
having class discussions and I will introduce a new story. I typically begin with ‘au’ and
‘aw’ because school starts in the month of August.” She expressed another guiding
factor in how she introduced new stories when she observed:
I usually choose stories that the children find humor in to teach first. I teach two
to three stories in a week and we go over these daily until the students make the
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connection. After the connection has been made, we review them about once a
week.
She provided another example, “For instance, this year I taught ‘ar’ early in the year
because Artie is in my class and another student has a family member named Mark.” She
emphasized the importance of the Secret Stories and that students apply them when
reading and writing when she said, “Sometimes a particular story must be taught so
students can use the story to help them sound out words in their reader.” She also
explained how she gains students’ interest to introduce a new story by sharing, “When
teaching the stories, I entice them to learn by asking if their brain is big enough to learn a
new story.”
As mentioned previously, according to my field notes, Teacher 3 included many
opportunities for her students to engage in the content including listening to a story,
discussing story elements, and participating in an interactive game on the Promethean
board, seen in Figure 16 (March 9th and April 13th). Students were later required to
present their work to the class. While students wrote their words and sentences, it was
evident that they used the Secret Stories wall to guide them. Teacher 3 provided verbal
feedback to her students as they worked by commenting, “If you aren’t sure, sound it out,
ask a friend, or raise your hand. You can also use the Secret Stories posters on the wall
to help you.” These observations appeared to indicate that Teacher 3 was familiar with
the importance of a caring classroom community (April 13th).
Lesson plans submitted by Teacher 3 included two elements suggesting she
valued a DAP approach. First, the plans included literacy centers, which allow students
to work on age appropriate literacy skills, using manipulatives and visually appealing
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materials to complete learning tasks. Secondly, the Promethean board, which stimulates
students’ interest and allows for interactive learning, was frequently included in the plans.
Teacher 3 submitted three videos that reflected her DAP teaching approach. First,
students engaged in an alphabet chant song, which they sang to the tune of, ‘Row Your
Boat.’ Students were instructed to listen for the beginning sounds of their first name and
last name and were asked to stand when they heard this letter sound in the song. It was
evident that students enjoyed this activity, as all students in the class actively
participated. Content was related to students’ lives and they were able to stand when they
heard the corresponding initial sounds in their name and when they observed their friends
participate in this way. A second video, including a verb chant, revealed that students
enjoyed participating in which they said, “I know my vowel sounds, yes I do. I know my
vowel sounds, how about you? A, E, I, O, U, and sometimes Y.” While chanting
chorally, students also participated by making the specified motion with their arm. As
seen in this video, students’ smiles and their happy movement indicated that they enjoyed
this type of activity, in which they verbalized learning and paired the chant with motions.
The third video shared by Teacher 3, that showed DAP, was the Secret Stories
activity. During this video, students first listened to a passage in a story. Next, the
teacher asked students to think of and look for Secret Stories in the passage. Three
students were called to the front and were required to circle the stories they found, and
then explain them to the class. Many of these letter stories included motions, which
students demonstrated as the story was told. For instance, one student circled ‘ou’ in the
words ‘mouse’ and ‘house’ and explained the story of ‘ou.’ Another student circled ‘au’
and the teacher asked the student to retell the story of both ‘au’ and ‘aw.’ The student
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shared that these letters are in love and that is why they make the /aw/ sound. Students
showed interest in the Secret Stories and were entertained as the stories were reviewed
and re-told.
Also, it seemed that Teacher 3 was aware of the developmental needs of her
students. She explained that she provided her students with tangible letters at the start of
the kindergarten year. She shared, “At the beginning of the year, students match
uppercase and lowercase letters. I also have playing cards and many other alphabet sets
that students can use to alphabetize letters, create word family words, and make CVC
words.” She explained how the activity shown in Figure 17 is used and modified based
on student progress throughout the school year when she commented, “Students work
together sounding out words. Students use paper and pencil to draw pictures and label
words. Later in the year they write sentences using words they have created.” Teacher 3
commented about an activity used during the first part of the school year, seen in Figure
18, by saying, “Students use games such as this one to use pictures as clues to help them
sound out CVC words.”

Figure 16. Promethean Board. This figure illustrates the interactive technology used for
instruction in the kindergarten classroom (photographed by the researcher).
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Figure 17. Phonics Dominoes. This figure illustrates an activity in which students engage in
phonemic and phonological awareness learning by use of manipulatives (photographed by
Teacher 3).

Figure 18. Phonemic and Phonological Awareness Activity. This figure illustrates an activity that
students use for sounding out CVC words (photographed by Teacher 3).

Teacher 4
When asked to discuss her philosophy of teaching, Teacher 4 addressed the
importance of establishing the initial school experience for children by creating a positive
environment where students are given the opportunity to enjoy learning and are
encouraged to succeed. She referred to her classroom as, “a family type atmosphere.”
As Teacher 4 continued, she mentioned the importance of facilitating an environment
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where children grow within all domains when she said, “Children are able to grow
academically and socially through learning to be kind to one another.” When referring to
the degree to which the classroom atmosphere impacts academic growth, Teacher 4
explained, “If an atmosphere of cooperative learning is fostered in my classroom to teach
reading and math skills, the students will also learn compassion for others.”
Also, Teacher 4 explained that children have a right to an education that is
tailored to their needs when she claimed, “Each child deserves to have his or her needs
considered when planning lessons.” When commenting on how to best teach students
phonemic and phonological awareness, Teacher 4 shared, “Songs, poetry, jingles, and
chants are part of my lessons as children become excited and eager to learn with these as
a learning component to connect learning to something catchy, such as a song, rhyme, or
poem.” She also made note that music is beneficial concerning young kindergarten
students when she added, “Music and movement are developmentally appropriate for 5
and 6-year-old children.”
When I observed Teacher 4 on both occasions (March 10th and April 7th), I found
that music was used frequently during instruction and students were given multiple
opportunities to engage in movement, both gross motor movement and fine motor
movement opportunities. I noted that students remained engaged in learning and
willingly followed procedures, such as transitions, as a result of the music and movement
the teacher chose to incorporate. She used activities that enabled her to gain the students’
attention and students seemed to remain alert and on task. One example of these
activities was sounding out and spelling CVC words while touching their head, stomach,
and toes as they said the initial, middle, and final sounds, respectively.
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Also, students were given opportunities to use a voice they chose to introduce
new words using a microphone. When a student picked the word, hop from a jar, she
said, “Hey! What kind of word is that?” The students responded, “An action word!”
She exclaimed, “Let’s do it.” Students excitedly stood up and began to hop as they
blended the sounds together to say the word, ‘hop’. An interactive rhyme she used was,
“A,E,I,O,U, vowel letters for me and you.” The students responded with, “/a/, /e/, /i/, /o/,
/u/” then repeated the rhyme back. As evidenced by the students’ reactions, it seemed
they were excited about each of the activities in which they were led to participate.
The lesson plans, that were co-planned by Teachers 4, 5, and 6, included daily
opportunities for students to engage with the content in many ways, such as listening to a
story, retelling the story, illustrating story elements, responding chorally, and working
with partners or in small groups which are all activities that are supported by a DAP
approach. Additionally, the plans included information regarding assessing questions to
be asked, how to connect to prior knowledge, and formative assessments to be done,
which are all included as strategies for effective teachers as depicted by DAP guidelines.
The videos submitted by Teacher 4 revealed that she provided her students with
many opportunities to engage in developmentally appropriate activities. Music and
chants were regularly implemented in the presentation of literacy content, such as for the
parts of the book and the roles of the author and illustrator. Teacher 4 also used familiar
tunes during calendar time for reviewing the four seasons, as well as discussing the
weather. It appeared that the students enjoyed the catchy familiar tunes used, including
The Farmer in the Dell, Are You Sleeping, and London Bridge is Falling Down.
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I captured photos while visiting Teacher 4’s classroom on March 10th. Figure 19
shows students engaged in active learning. Students moved throughout the room, acting
as detectives, while they searched for photos with the specified initial sound. Once
photos were found, students were to write the word on their activity sheet and continue
searching. After the activity, students returned to the carpet space to share and discuss
their findings. Photos in Figure 20 illustrate one literacy station, in which students
completed a CVC word puzzle using plastic letters, then wrote the word on their chart,
accompanied by their own illustration of the word. This activity provided a tangible way
for students to engage in learning. Other phonemic and phonological activities offered to
students were similar to these.

Figure 19. Active Learning Activity. This figure illustrates an activity in which students were
given the opportunity to get up and move through the classroom while completing a literacy task
(photographed by the researcher).
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Figure 20. Initial Sound Activity. This figure illustrates an activity in which students were
required to use tangible letters to generate the missing initial sound in a CVC word (photographed
by the researcher).

Teacher 5
Teacher 5 explained that all students can experience success with the aid of the
teacher when responding about her philosophy of teaching. She claimed, “All children
can learn when given the opportunities, support, and the love that they need to succeed.”
As she explained her teaching philosophy further, she specified that her role is to help her
students build a strong literacy foundation when she claimed, “It has always been
important to me to make sure that I give my kindergarteners a strong foundation to build
on.” She also noted that the learning environment is vitally important for young students
when she explained that she seeks to lead her students to love school, “so they want to
come to school.” She remarked, “I try to keep it fun and entertaining.” She continued
that her kindergarten students grow and change throughout the year and she specified that
as the teacher, her role is to teach to their needs. She stated, “I think they all blossom
throughout the year and you have to teach to all levels and use activities that reach each
child’s level.” When asked about how to best teach phonemic and phonological
awareness, Teacher 5 expressed the importance of establishing strong foundational skills
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on which to build literacy skills as she claimed, “I think you have to start with the basics,
letter names and sounds, and build on that.” She added, “I think incorporating music and
movement opportunities is a great tool and makes learning fun.”
When I observed Teacher 5, I noted that the learning environment was prepared
for her young learners, including the physical classroom and the classroom community.
Many Secret Stories posters were displayed on one wall in the classroom, while others
were placed throughout the room where the sounds were applicable for students (March
10th and April 7th). For example, the ‘sh’ story was shown on the wall of the classroom
library corner (see Figure 21) and the long ‘a’ and long ‘i’ posters were displayed near
the calendar to show that ‘Sunday’ and ‘Friday’ include the superhero sounds, or long
vowel sounds of letters ‘a’ and ‘i’ (see Figures 22 and 23).
Lesson plans submitted by Teacher 5 were the same as those used by Teachers 4
and 6. The plans specified different activities students would complete, all of which
seemed to be planned with students’ developmental needs in mind. Activities included
listening and retelling stories, drawing pictures to demonstrate knowledge of story
elements, group and partner work, and appropriate discussion opportunities. Other
noteworthy elements include the following lesson plan components: essential questions,
connection to prior knowledge, and assessments to be used. Videos supported the theme
of a DAP approach (February 12th). Although Teacher 5 did not submit photos, the
theme of DAP was revealed through other methods.
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Figure 21. Secret Story Poster ‘sh’. This figure illustrates the classroom library with a Secret
Story poster placed on the wall in the classroom of Teacher 5 (photographed by the researcher).

Figure 22. Secret Story Picture ‘a’. This figure illustrates the placement of a Secret Story picture
where students can apply it to a familiar word (photographed by the researcher).
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Figure 23. Secret Story Picture ‘i’. This figure illustrates the placement of a Secret Story poster in
Teacher 5’s classroom, which allowed students to apply the story to a familiar word
(photographed by the researcher).

Teacher 6
When asked about her philosophy of education, Teacher 6 addressed several
elements that were revealed among other teachers. She expressed that the learning
environment must be initially established so students will be able to move forward. She
said, “Most importantly, I believe that children should feel loved and feel safe. When
they do, they will put forth their best effort and will feel free to take risks.” She
addressed that students should enjoy learning when she claimed, “It is important to make
learning exciting and interesting to keep the students’ attention and interest.” Teacher 6
explained that a main objective is to teach her students independence by stating,
“Students should also learn how to work independently and with others. Teaching
students to be kind to others and work out disagreements is an important life skill.”
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In her effort to support her students’ learning, Teacher 6 shared her opinion
regarding the importance of classroom management. She explained, “It is necessary to
have a well-disciplined classroom in order to be able to accomplish and incorporate a
variety of activities and to provide the best learning environment for my students.” She
also addressed how she uses physical movement as an effective tool when she stated, “It
also gets blood flowing, increasing circulation, and cuts down on behavior problems
because the students are concentrating on moving and having to pay attention.” During
observations, I noted that Teacher 6 executed exceptional classroom management skills,
allowing her to deliver effective learning opportunities to her students. While some
students were engaged in learning in a group with the teacher, others were working
independently, with a partner, or in small independent groups throughout the classroom.
When asked about the kindergarten curriculum, including early literacy, Teacher
6 discussed her familiarity with DAP, and shared her concerns by stating, “I think
education has become too demanding on students, pushing them to achieve goals that are
not age and developmentally appropriate.” She proceeded to share the likely harm
caused to students as a result of these demands when she claimed, “Although many
students can meet these demands, I fear that down the road, and possibly even now, they
will feel extreme pressure to keep up, causing them to lose interest and learning.”
When asked how she used music and movement to support the development of
phonemic and phonological awareness, Teacher 6 addressed her young students and their
needs by saying, “Younger students need more movement and breaks from instruction
than the older students.” She added, “When we get up and move, it encourages them to
listen to the instructions, thus what I am teaching.” She shared several instructional
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strategies and activities she regularly incorporated that reflect a DAP approach. She said,
“Using music and movement while teaching keeps students interested.” She continued,
“I use Dr. Jean’s songs, specifically the one that names a letter, the sound, and a word
beginning with that letter and sound while touching our head, waist, and toes.” She
described other activities in which students were provided with opportunities to engage
verbally and through physical movement. She said, “When I teach segmentation, we
sound out words by touching our head or shoulders for the first and second sounds, hips
for the middle sound, and toes for the ending sound.” Teacher 6 described that such
strategies are used for writing as well as reading when she said, “We also use this
strategy when writing.” Further, she expressed that students are given the freedom to get
up and travel around the room during a word or letter search activity. These activities are
widely representative of DAP.
Field notes collected supported what was provided in the survey responses of
Teacher 6. Just as she expressed in responses to survey questions, the physical learning
environment seemed to be conducive to academic and social and emotional development.
The room appeared to include visually appealing academic posters and materials. I
observed that students treated the teacher and one another with respect, communicating
effectively and without distracting others. It seemed that Teacher 6 had taught her
students to work well together with little to no redirection and that she had taught them
independence. Both the materials and the activities, offered by Teacher 6, appeared to be
aligned with a DAP approach (April 7th).
I observed during one visit that the materials Teacher 6 used to engage her
students in phonemic awareness instruction provided them with a visual and a tangible
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way to participate (April 7th). Figure 24 illustrates students using the hands-on tool for
representing the initial, middle, and final sounds in CVC words. Students engaged in the
activity while the teacher stated CVC words. When she stated a word, students moved
their clip to the beginning, middle, or end of their letter placement card to show where the
sound was heard. This seemed like an effective way for Teacher 6 to efficiently assess
her students’ knowledge of the content. Lesson plans submitted by Teacher 6 were those
used by Teachers 4 and 5. As mentioned previously, it seemed that plans were made in
consideration of the kindergarten students. Such plans allowed students to participate in
active learning that was appealing and interesting.
Teacher 6 submitted photos of some of the materials she used for instruction,
including letter books. She mentioned these books when explaining her whole group
introduction for letters when teaching phonemic awareness. She said, “I read the letter
book and lead kids in discussing other words students know that have the same initial
sound. We list these words on a chart as students generate them.” Three other photos
submitted by Teacher 6 suggest she knows the importance of choosing materials that fit
her students’ developmental needs. Two examples of these materials for phonemic
awareness learning are seen in Figures 25 and 26. Videos submitted by Teacher 6
supported findings from other methods.
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Figure 24. Phoneme Placement Activity. This figure shows students engaged in a phonological
awareness activity in which students identified where a specified phoneme was heard in the CVC
word (photographed by the researcher).

Figure 25. Beginning Sound Train Game. This figure shows an activity in which students located
initial sounds of items pictured on cards (photographed by Teacher 6).
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Figure 26. Beginning Sounds Matching Game. This figure shows an activity in which students
located pictures with the same initial sound and linked them together (photographed by Teacher
6).

The Importance of Playful Activities
Upon analysis of data, playful activities were recognized as a crucial part of
effective instruction (see Table 5). Teachers often used music and movement to engage
students in learning, as these elements provided an inviting atmosphere for student
participation. Further, teachers used games and game like activities for teaching
phonemic and phonological awareness to their young students. It seemed as though all
six teachers were knowledgeable about young students and their developmental needs
concerning playful learning opportunities. The teachers all expressed that getting and
keeping their students’ attention was vital, and that playful activities and games allowed
them to do so. Some teachers implement playful activities and game like activities more
often than others.
Teacher 1
When asked specifically about phonemic and phonological awareness and
teaching phonemic and phonological awareness skills, Teacher 1 claimed that movement
and music serve the needs of her students when learning or reinforcing many literacy
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skills. She shared, “We use song and dance to learn or reinforce many literacy skills.”
Based on responses to survey questions, it appeared that Teacher 1 understood that
making learning fun was crucial to teaching young students. She stated, “I use songs,
dances, clapping, and hand motions.” While Teacher 1 did not speak a great deal about
playful opportunities in her classroom, observations I conducted suggested most of the
instruction she provided not only allowed students to connect with the content, but also
encouraged students to engage in socialization with peers and to actively participate in
small and large group activities and games. Many activities Teacher 1 provided to her
students suggested that she regularly implemented playful activities.
Tools she used to assist in phonemic and phonological awareness instruction that
suggest she thinks of her students and their developmental stages include special sound
cards as well as games, songs, and dances, especially used for retention of information.
Such instruction included a stomp and clap strategy her students used to spell words. She
stated a word and the students spelled the word, accompanying the consonants with a
stomp and the vowel with a clap. She also used many visually appealing resources that
seemed to interest her students. She claimed, “Incorporating music and movement is the
only way it sinks in for some learners.” Teacher 1 referenced Dr. Jean as a valuable
resource for phonemic awareness instruction when she said, “There are many sites online,
but I love Dr. Jean.” She continued, “The children also learn more when they do a
motion with it.”
While observing Teacher 1, I recognized that most of the instruction she provided
not only allowed students to connect with the content, but also encouraged students to
engage by actively participating in play like activities. While observing Teacher 1, I
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noted that her students were familiar with instructional routines involving music and
movement. She led her students as they participated in movements with chant like songs
and rhymes when participating in the following tasks: identifying the number of syllables
in a word, sounding out consonant-vowel-consonant (CVC) words, spelling CVC words,
identifying vowel sounds in CVC words, and identifying letter pairs that form special
sounds. Songs, in which students participated, were regularly used for phonics
instruction. For example, students participated in identifying phonemes in a word by
singing a familiar tune with the teacher then breaking the CVC word down to sound it out
and write it out. Also, students touched their head for the initial sound in a word, their
stomach for the middle sound in a word, and their toes for the final sound in a word. As
observations were done in April and March, it seemed that many students had begun
applying phonemic and phonological awareness skills to reading and writing.
The lesson plans submitted by Teacher 1 did not include many indicators that
playful activities were integrated within the school day, other than the inclusion of
literacy centers and the use of the Promethean board. However, the lesson plans were
very basic and did not include detailed information. Further, the incorporation of playful
activities was frequently seen in other methods. As mentioned previously, Teacher 1 did
not submit videos; however, I captured photos when I visited her classroom. Figure 27
illustrates a game Teacher 1 offered to her students to build phonemic and phonological
awareness in a fun and playful way. In this game, the student was to roll a cube and use
the middle and final letters to create a CVC or CVCe word by adding the initial sound. It
seemed that this would be a preferred activity for kindergarten students.
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Figure 27. Roll and Write Game. This figure shows a student playing a word building game
(photographed by Teacher 1).

Teacher 2
When asked about her philosophy of teaching, Teacher 2 addressed the
importance of “allowing the child’s natural curiosity to direct his or her learning.” She
further explained that her goal was to help students develop a love and respect for the
learning environment. When I observed Teacher 2, I could see her responses were
accurate, as her physical classroom and classroom interactions were reflective of this.
For example, communication between students and the teacher, as well as
communication between peers, was respectful and was done in a way to ensure students
were accepted and their ideas were valued (March 30th). When a student shared an idea,
she responded, “Thank you for sharing that with your class. That is a great idea.”
When asked about phonemic and phonological instruction, Teacher 2 explained
the importance of using songs and movements to teach sounds. She said, “I use Secret
Stories and some of them have movements to go with the sounds.” She explained the
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most effective ways she incorporated movement and music for her students when she
asserted, “Dr. Jean’s songs have a lot of rhyming. I also have my own little voices I use
when I teach.” Her consideration of social play was evident when she stated, “I use
anything I can to gain their attention and stimulate students’ auditory memory.”
Her familiarity with her young students was suggested when she stated, “I have
been told that music is a way to wake up your brain. So that’s the first step to learning.”
She remarked that to engage her young students in learning, she attempted to make
learning exciting. She explained that using music makes learning, “more exciting and
stimulating for students, which is going to help them pay attention.” Teacher 2 shared
opportunities she provides to her students to allow them to actively participate by saying,
“Rhyming will be introduced through experiences with song and poem, and students will
more easily identify rhyming words.” She claimed that these play like activities with
song, “have helped my kindergarten students meet the kindergarten curriculum.” When
asked about resources that are important to her instruction, Teacher 2 explained that
partner work and games were two meaningful tools. She addressed the approach used for
her lower-level students who struggled with content, and shared how she reached them
when she said, “I try to make more game like activities for these students and give them
ample opportunities to use the skill in different ways.”
Based on my field notes, Teacher 2 carefully considered her students, their
interests, and the ways in which they would best obtain knowledge, then provided playful
and game like learning opportunities (March 23rd and March 30th). The lesson plans
submitted by her supported what was revealed in her teaching philosophy, responses to
survey questions, and observations. The plans suggested that students were provided
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with many ways to actively engage with the content including, singing, dancing, reading,
writing, illustrating, and using manipulatives. Further, the Promethean board was used to
provide meaningful interaction for students. Teacher 2 submitted video clips in which
students were able to use fine and gross motor movement as they participated in
phonemic and phonological awareness learning. Their excitement, as seen in their facial
reactions and body language, suggested that they enjoyed these activities.
Two of the photos submitted by Teacher 2 revealed that she was familiar with the
importance of providing her students with opportunities to play. When describing how
she engaged her young students with games such as Scoot (seen in Figure 28), Teacher 2
explained:
I tape the words on the tables or on the wall out in the hallway. Each student
starts at a different number. If they are sitting at picture number 4, they write the
CVC word on the line beside the number 4 on their paper. When I say ‘scoot’, all
students move to their right to the next picture.
Figure 29 illustrates a different game Teacher 2 offered her students when teaching
phoneme segmentation.
She commented:
Phoneme segmenting is used for teaching students to listen for the number of
phonemes in a word. My students tap their fingers into the palm of their other
hand. Students hold up their index finger and tap it for one phoneme and then add
their middle finger and tap them for two and so on.
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Figure 28. Scoot Game. This figure illustrates a game that can be used for teaching beginning
sounds, medial sounds, ending sounds, or CVC words (photographed by Teacher 2).

Figure 29. Phoneme Segmenting Game. This figure illustrates the sorting game students play
when counting phonemes in words (photographed by Teacher 2).

Teacher 3
When asked about the best way to teach phonological and phonemic awareness,
Teacher 3 shared, “Students learn better when they are moving and sharing rather than
sitting and having a teacher talk to them.” She continued to share about the teaching
methods she used when she said she implements, “singing, dramatic play, discussion, and
identification in text.” She also addressed specific resources that allow children to
engage in fun learning opportunities when she commented, “We sing the alphabet song
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for the Secret Stories every day. This song teaches long and short vowel sounds, hard
and soft ‘c’ and ‘g’, and the different sounds that ‘y’ makes.” After specifying that the
curriculum introduced and addressed one letter each week, Teacher 3 expanded on how
she delivered phonemic and phonological awareness instruction to her students when she
shared, “We have group discussions of words that begin with the letter and students draw
pictures and journal write about words that begin with that letter.” She continued that
website games assist in helping kids learn about letter sounds.
When discussing the materials used for teaching letter sounds, or phonemes,
Teacher 3 added, “I use teacher made games and centers and (or) worksheets for students
to match letters to sounds.” Teacher 3 acknowledged that students learn best through
engaging interactions when she addressed introductory lessons for letters and letter
sounds. She said, “Students turn and talk, producing letter sounds with partner.” She
explained that students enjoyed learning when they were able to relate the learning to
their lives as she commented, “When we sing the alphabet song, as a class, students stand
when we sing the letter their first name begins with.” These responses were indicative of
her knowledge that young students need to be exposed to content in multiple ways. She
explained how motions help her students understand vowel sounds in CVC words when
she continued:
When teaching middle sounds, I stress the sounds of the vowels, especially ‘e’
and ‘i’ as they are very similar, and students often get them confused. On letter
‘e’, I cup my hand to my ear like I can’t hear. On letter ‘i’, I turn my head to the
side and make a letter ‘i’. Letter ‘a’ is made by opening your mouth like you are
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going to the doctor and saying /a/. On letter ‘o’, I say the sound, my mouth is
open and I trace my lips when making the sound.
It appeared that Teacher 3 chose to utilize strategies that had been both fun and
effective for teaching phonemic and phonological awareness skills to students she had
taught previously. She explained:
The children create a dog out of construction paper. I will say a word and if the
sound (for example, /d/) is at the beginning of the word, they hold the head of the
dog up. If the sound /d/ is at the end of the word, they hold the tail of the dog up.
As Teacher 3 continued explaining her teaching strategies for word fluency, it seemed
that she promoted the development of the phonological understanding when she said, “I
have students isolate individual sounds first. Then we start again. Isolate first sound then
blend first and second sounds, and then blend all three sounds.”
As recorded in observational notes, I found that there were many occasions in
which students were able to engage in fun learning opportunities (April 13th). First, as a
class, the students watched a read-along story on the Promethean board. Following the
story, students discussed the plot and the Promethean board was used to allow students to
engage, move, and write about the plot. The Promethean board activity concluded after
the students played a game related to the story. I noted that students remained interested
in the content and were excited to participate. Next, students participated in group work
where they were given the opportunity to become authors and illustrators as they retold
the story. I noted that students had rich conversations while completing their illustrations
and writing about them. They also used clues from the Secret Stories to sound out words
as they completed sentences. The group tasks were wonderful opportunities for social
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development for the students. Teacher 3 was able to move around to the different groups
and provided assistance when needed. Although the only evidence of playful activities in
the lesson plans provided by Teacher 3 was the inclusion of literacy centers, other
methods revealed that Teacher 3 valued play and regularly incorporated play like
activities and games within her daily instruction.
After reviewing the videos submitted by Teacher 3, it appeared as if she was
aware of her students’ needs to move and engage in playful activities. During the video,
the students were singing, reading, and moving as they sang a verb song. The lyrics
explained the definition of a verb and asked students to do the actions they saw. Students
were excited about this video and they all participated.
One of the photos shared by Teacher 3 showed a game she offered to students,
which is shown in Figure 30. She expressed that students enjoyed playing this game to
assist each other in identifying words during the beginning of the school year. She said,
“Students progress to see how many they can get correctly. Later in the year, students
write sentences using their sight words.” This photo suggested that she was aware that
games, such as this one, benefit students in the learning process.
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Figure 30. Sight Word Popcorn Game. This figure illustrated children playing a game with words
kindergartners learn to read by sight (photographed by Teacher 3).

Teacher 4
When sharing about her teaching philosophy, Teacher 4 emphasized the
importance of playful activities in her kindergarten classroom when she shared, “Making
learning fun is my goal each day.” When asked about music and movement in her
classroom to engage students, she shared that she utilized instructional games, as well as
rhymes, songs, and chants. She addressed preferred strategies to facilitate learning for
her young students when she commented, “Music and movement are necessary because
students are expected to learn so much in today’s kindergarten world!” She continued,
“It provides a release of energy, as well as a way of assisting children with multiple and
repetitive opportunities.” She provided examples of musical methods used in her class
addressing that, “Rhymes and songs help with the formal process of mastering the
mechanics of reading.” She emphasized that children need opportunities to participate
through music and said, “Songs, poetry, rhymes, and chants are part of my lessons as
children become excited and eager to learn.”
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During my observations, I noted that Teacher 4 consistently incorporated chants,
rhymes, and movements when teaching phonemic and phonological awareness skills.
Additionally, she used interactive rhymes and chants to keep her students engaged during
direct instruction and during classroom transitions (March 10th and April 7th). Although
the lesson plans submitted by Teacher 4 did not specify the inclusion of play or games,
other methods indicated that play was of high importance.
The theme of playful activities was revealed during observations of Teacher 4. I
observed students playing a vowel sounds sorting game at one of the literacy centers.
Students were to choose an item, verbalize the name of the item, decide what vowel
sound the word included, and sort it accordingly (see Figure 31). While I was in the
classroom, students rotated centers. Both groups that visited this center seemed to enjoy
this activity (April 7th).
Also during centers, Teacher 4 called a group of students to her table and played a
fun word family game with them. Students were required to write the given CVC word
then change a letter to create a new word. Teacher 4 called this activity the
‘Rollercoaster Ride.’ Students were able to write the word, modify one sound to generate
and write a new word, draw the roller coaster from the first word to the other, then slide
the block along the coaster they created, as seen in Figure 32. Students responded
happily to this activity and expressed that they wanted to continue playing (April 7th).
Although the lesson plans submitted by Teachers 4, 5, and 6 did not specify the
inclusion of play or games, other methods indicated that play was of high importance to
all three teachers. The videos submitted by Teacher 4 revealed that students enjoyed
participating in interactive chants with the teacher as well as singing educational songs.
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Students also impersonated characters in a book, reenacting the movements the characters
made. Students’ excitement and laughter indicated they enjoyed these playful activities
(February 10th).

Figure 31. Vowel Sound Sorting Game. This figure illustrates a game students played at literacy
centers (photographed by the researcher).

Figure 32. Roller Coaster Ride Game. This figure illustrates children playing an entertaining
CVC word game (photographed by the researcher).

Teacher 5
When Teacher 5 was asked about play as a tool in her early childhood classroom,
she explained the importance of keeping instruction, “fun and entertaining.” She
explained the variety of ways her students engage with content, including those for
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phonemic and phonological awareness development, when she claimed, “I use white
boards, literacy stations, and choice baskets with interactive games throughout the school
day and music is a tool that makes learning fun.” She continued, “I let my students work
in small groups or partners because they learn from each other as well as from me.”
When I observed Teacher 5, I noted that her students were provided with many
opportunities to work in groups and with partners (March 10th and April 7th). The videos
submitted by Teacher 5 included few opportunities for students to participate in playful
learning activities, but it appeared as though students enjoyed opportunities to participate
in songs the teacher led at calendar time. These songs consisted of familiar tunes such as,
Skip to my Lou and Oh My Darlin’ Clementine. Videos also revealed that Teacher 5
referred to Secret Stories often (February 11th).
Teacher 6
When asked about her teaching philosophy, Teacher 6 expressed her thoughts
regarding teaching young kindergarten students. She said, “It is important to make
learning exciting and interesting to keep the students’ attention.” She also shared that in
order to teach students phonemic and phonological awareness, she used many materials.
She said, “We use songs, movement, games with dice, spinners, stamps, partner games
and activities, literacy stations and worksheets.” She continued, “I use puppets and
picture stories to teach letter recognition and sounds.” It seemed as if Teacher 6 had a
thorough understanding of the developmental needs of her students when she stated, “I
use picture and letter cards and turn them into games which I have made up on my own.”
She emphasized the importance of using music and movement activities with her
students when she commented, “Music and movement make students feel like they are
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having fun, rather than just learning.” Further, she shared, “I’ve also noticed that many
times if we move or put movement with something, it seems to stick with the kids.
Kinesthetic learners also especially need that movement.”
Playful activities were embedded in the instruction I observed. During the
beginning of the lesson, Teacher 6 led students in some group songs. When students
went to their literacy stations, they began working independently, with partners, or in
small groups. She called groups to her table and provided instruction. She allowed
students to learn through games such as a spinner game and a word family slider game.
Students at literacy stations completed playful phonological awareness activities (March
10th and April 7th). Three of the photos submitted by Teacher 6 are similar games that
supported the theme of providing playful activities to students. One of these games is
shown in Figure 33.

Figure 33. Rhyming Game. This figure illustrates a game used for sorting words into word
families (photographed by Teacher 6).
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Chapter 5 – Discussion
The purpose of this study was to investigate kindergarten teachers’ perceptions of
the relationships between music, movement, and phonemic and phonological awareness
learning, and to examine how their perceptions compared to their instructional practices.
This research was guided by the following specified research questions: (1) What
perceptions were revealed in teachers' views of the relationships between music,
movement, and phonemic and phonological awareness instruction? (2) Were there any
similarities and differences in these teachers' perceptions about the relationships between
music, movement, and phonemic and phonological awareness instruction? (3) How did
teachers’ perceptions of the relationships among movement, music, and phonemic and
phonological awareness learning compare to instructional practices?
The study consisted of six participants who were purposively selected
kindergarten teachers. The participants were selected because they were thought to be
knowledgeable about teaching phonemic and phonological awareness, and they were
willing to share their perceptions. The following themes emerged from the analysis of
data: (a) differentiation, (b) DAP, and (c) the importance of playful activities. This
chapter includes findings, implications, limitations, and future recommendations of the
study. Details of the findings will be discussed according to each research question.
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Discussion
Since the first two research questions were closely related, they will be addressed
simultaneously in the following discussion.
Research Questions 1 and 2
What perceptions were revealed in teachers' views of the relationships between
music, movement, and phonemic and phonological awareness instruction?
Were there any similarities and differences in these teachers' perceptions about
the relationships between music, movement, and phonemic and phonological awareness
instruction?
All participants’ perceptions appeared to be related to the importance of a DAP
approach, as described in their teaching philosophies. These observations regarding the
importance of DAP in the early childhood education classrooms were supported by
Copple and Bredekamp (2009). Specifically, participant responses revealed that
differentiation, a prepared learning environment, and incorporating opportunities for
playful and engaging learning (often including music and movement), were of great
importance for phonemic and phonological awareness learning, in terms of DAP. I
observed that teachers carefully considered their students’ abilities when planning
instruction, intentionally arranged the physical classroom to support student learning, and
implemented activities to stimulate both interest and creativity. Although three of the
participants were required to plan collaboratively and their responses were closely
aligned with differentiation, the activities provided to their students did not appear to be
the same. In fact, one of the teachers seemed to employ much more music and movement
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opportunities than the other two teachers. Additionally, two teachers appeared to
implement differentiation while the third teacher did not.
All participants’ perceptions reflected that the kindergarten year is one in which
the groundwork for literacy success is established (Copple & Bredekamp, 2009; Graue,
2010; Miller & Almon, 2009) and that such foundation is necessary for academic success
(Copple & Bredekamp, 2009; Herrera et al., 2011). I observed that teachers seemed to
realize the importance of the kindergarten year regarding literacy, as they mentioned the
importance of closing existing gaps in students’ understandings, in terms of phonological
awareness. They also emphasized the importance of using their instructional time to
prepare students for success in 1st grade. Teachers expressed that it is the responsibility
of the kindergarten teacher to teach students to read and to get them ready for first grade.
This observation was supported by Copple and Bredekamp (2009), Graue, (2010), and
Miller and Almon (2009) who stated that it is this foundation that determines an
individual’s reading and academic success in following grades (Copple & Bredekamp,
2009; Graue, 2010; Miller & Almon, 2009).
In this study, all participants not only perceived that student-directed learning was
important but also valued the use of whole group or teacher-directed activities,
specifically for reviewing newly learned material, introducing a new skill, and modeling
(Morrison, 2015), a strategy employed by effective teachers (NAEYC, 2009b). In
emphasizing the importance of the design of the classroom, as well as the classroom
environment, in terms of social and emotional development, Morrison (2015) claimed
that students should be exposed to both teacher-centered and child-centered activities to
achieve the ideal environment.
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Most teachers seemed to think that the kindergarten curriculum has become more
difficult over the last several years (Gullo & Hughes, 2011; Miller & Almon, 2009;
Ready & Wright, 2011). Huang and Invernizzi (2012) found that the age of kindergarten
students greatly impacted their ability to perform academically. Similarly, five
participants appeared to hold this perception. Three participants expressed concern that
when parents are not involved and (or) when students are not exposed to literature at
home, they are often far below their peers, academically, upon entry to kindergarten.
Parent/family involvement is one of the salient tenets of DAP (Copple & Bredekamp,
2009). The more parents/family members are involved in children’s school lives, the
more children benefit (Morrison, 2015). Students of involved parents/family members
are more likely to adapt well to school, have highly developed social skills, and earn
higher grades (Morrison, 2015).
In an effort to address their concerns regarding low performing students, it
seemed that most teachers turned to differentiation. Differentiation is useful for
challenging students on the appropriate level (Tomlinson, 2000) regardless of their
academic levels. Also, teachers tended to think that differentiation was helpful when
discussing the necessity to meet the demands of the rigorous kindergarten curriculum, as
described by the Common Core Initiative (TN-Core, 2012). All teachers in this study
were required to follow the guidelines of the Tennessee Common Core Initiative;
therefore, they were to comply with the Common Core State Standards when planning for
instruction (TN-Core, 2012).
Some teachers appeared to implement differentiation on a daily basis, while
others utilized it less often, and some perceived that implementing differentiation was
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difficult, but still deemed it to be necessary for their students. Differentiation of the
process was most often seen among participants, but some teachers implemented
differentiation of the product when students were required to produce a different end
product than others. According to Tomlinson (2000), the product is one of the
components that can be differentiated to enhance student learning.
While all teachers claimed that differentiation was important, it seemed that four
of the participants perceived it to be their personal responsibilities to use a differentiated
approach to meet student needs. This claim, that teachers are individually responsible for
meeting the needs of diverse students, is supported by the U.S. Department of Education
(n.d.). Likewise, Tomlinson (2000) claimed that for differentiation to be successfully
implemented, classroom routines must be set in place. Also, students must be aware of
related expectations concerning independent and group work. For participants who
implemented learning centers and held guided reading with leveled groups of students,
this type of environment, as depicted by Tomlinson (2000), appeared to be established.
A supportive and respectful environment, “creates a climate in which children can
do their best work” (Morrison, 2015, p. 321). All teachers appeared to perceive that a
developmentally appropriate learning environment was of high importance, including the
use of the physical classroom space, providing appropriate learning materials to students,
and establishing a warm classroom community. It seemed that all participants sought to
create this environment in which students felt safe, secure, and encouraged to participate
(Copple & Bredekamp, 2009). These perceptions were supported by Hughes (2011),
who claimed that meeting developmental needs of students involves healthy studentteacher relationships. Hughes (2011) also claimed that negative relationships can hinder
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a student’s willingness to participate, therefore hindering their success. Eby, Herrel, and
Jordan (2010) asserted that teachers are responsible for meeting educational needs as well
as the social and emotional needs of their students. These types of relationships were
seen among all teachers with their students.
It seemed that participants were mindful of students’ interests and curiosity as key
components to academic success, as indicated by Copple and Bredekamp (2009), Graue
(2010), Kamii (1996; 1980), Miller and Almon (2009), Piaget (1962), Russell (2011), and
Vygotsky (1978). As emphasized by Copple and Bredekamp (2009), Ming and Dukes
(2010), Murray (2012), and Yopp (1992), all teachers spoke about providing their
students with interesting and engaging activities, including the use of music and
movement activities, as well as through the use of manipulatives and enjoyable literacy
centers (Kieff & Casbergue, 2000; Selmi et al., 2015). Teachers appeared to consider
students’ interest concerning planned activities as well as classroom materials for
teaching phonemic and phonological awareness. Some teachers utilized movement
activities for phonemic and phonological awareness instruction (Troia et al., 1998), and
most teachers regularly used musical activities to support instruction, as discussed by
Algozzine et al. (2008), Batchelor and Bintz (2012), Murray (2012), Troia et al. (1998),
and Yopp (1992). While most teachers seemed to prefer the use of familiar tunes daily,
as suggested by Yopp and Yopp (2000), four teachers used these familiar tunes
specifically for teaching phonemic and phonological awareness. Teachers also seemed to
think that the use of familiar tunes encouraged students to join in, which is also supported
by Yopp and Yopp (2000).
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One strategy that continued to arise in teacher responses was Secret Stories
(Garner, 2012). All teachers claimed to use Secret Stories, and I observed that the stories
were being utilized in their classrooms. I further witnessed that when teachers used this
strategy, students were interested and actively engaged as claimed by Garner (2012). I
saw that many teachers taught the Secret Stories in context, meaning they used applicable
situations to introduce them or introduced them as they related to a topic or skill being
taught within the curriculum. Teaching the stories in context is a main guideline
presented with the Secret Stories strategy (Garner, 2012).
All participants seemed to value the inclusion of partner work, small group
learning, as well as providing their students with many opportunities to actively engage in
learning. This was supported by Yopp and Yopp (2000), who claimed that students
should be provided with opportunities to learn through peer interactions and participation
in which they enjoy, to foster a love for learning. All teachers referred to literacy centers
in their classrooms and explained that students enjoyed them. I observed that students
were able to participate in centers. Most literacy centers were prepared for partners to
work together or for small groups to participate in the literacy center. The
implementation of literacy centers was supported by Kieff and Casbergue (2000), and
Selmi and others (2015), who claimed that centers allow students to have fun while
learning to read and write. It is noteworthy that the expectations for students to generate
words, illustrate, and write according to their level is highly representative of a DAP
approach. Many teachers provided comfortable furniture in the designated reading area
in the classroom, while others allowed students to move freely to a location of their
choice to read independently or with a partner. This observation was supported by Kieff
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and Casbergue (2000), and Selmi and others (2015) stating that teachers should provide
comfortable areas for students to enjoy during literacy center time.
While most participants viewed music and movement as effective tools for
teaching and engaging their kindergarten students, only five teachers appeared to utilize
these tools for teaching phonemic and phonological awareness, as supported by
Algozzine and others (2008), Batchelor and Bintz (2012), Murray (2012), Troia and
others (1998), Wiggins (2007), and Yopp (1992). Most teachers perceived that often,
students need a concrete representation of learning, and Batchelor and Bintz (2012)
asserted that physical movement opportunities allow students to do so. Some teachers
used music and movement for phonemic and phonological awareness frequently while
others used them rarely.
Research Question 3
How did teachers’ perceptions of the relationships among movement, music, and
phonemic and phonological awareness learning compare to their instructional practices?
Educators who create a philosophy of teaching have the objective to illustrate
their position concerning meaningful instruction, student learning, and the
implementation of best practices (Reber, 2011). As supported by Reber (2011), the
participants in this study had each written a teaching philosophy, which they willingly
shared. When comparing the teaching philosophies with what I observed, there were
both consistencies and inconsistencies among teachers.
Concerning differentiation, there seemed to exist a discrepancy between these
teachers’ responses to their philosophies of education and their practices in the
classroom. Reber (2011) observed that professional educators should keep consistency
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between their philosophies of education and action in the classroom. Although all six
teachers viewed differentiation to be a necessary tool, as supported by Tomlinson (2000)
and Watts-Taffe and others (2012), the implementation of differentiation for phonemic
and phonological awareness instruction was seen in the practices of five of the six
teachers.
In their teaching philosophies, all participants claimed to consider their students’
social and emotional development when planning and interacting with students, and this
was seen in my observations as teachers intentionally engaged in positive relationships
with their students (Hughes, 2011). I observed that the participants initially set regular
routines and procedures, as depicted by Gunning (2009), allowing them to provide
individual attention when needed. I also noted that students seemed to be comfortable in
their classrooms, and it appeared that they had a desire to participate in many activities.
This was recognized as a key component for young learners by Copple and Bredekamp
(2009), Ming and Dukes (2010), Morrison (2015), Murray (2012), and Yopp, (1992).
Through survey responses, all teachers seemed to consider the interests of their
students, claiming to provide a variety of opportunities for students to engage in the
content, actively participate, and enjoy the learning process (Copple & Bredekamp, 2009;
Ming & Dukes, 2010; Morrison, 2015; Murray, 2012; Yopp, 1992). I observed that all
six participants selected and provided their students with materials that were consistent
with a DAP approach, such as manipulatives, visually appealing instructional tools, and
other items for hands-on experiences. These types of materials were used by the teachers
in guided reading groups and in literacy centers, which allowed students to experience
play like learning on a regular basis (Kieff & Casbergue, 2000; Selmi et al., 2015).
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Additionally, a useful tool that arose both in survey responses and observations is Secret
Stories (Garner, 2012). While some teachers utilized the Secret Stories more often than
others, all teachers spoke about them and implemented them with their students. I
observed that Secret Stories were an effective way for students to engage in phonological
awareness learning.
Some teachers in this study shared their perceptions regarding the importance of
using music and movement to teach phonemic and phonological awareness; however,
their practice did not reflect this. I found that teachers did not realize that some of their
beliefs and practices were not aligned (Hassan, 2014). For example, while many teachers
implemented music and movement activities throughout the school day, the content for
which these tools were used was not phonological awareness, as stated in survey
responses.
In summary, more often than not, teachers’ perceptions represented in their
teaching philosophies were seen in their practice. It is likely that the teachers may not
have been aware of these differences between their philosophies and practices that were
found (Hassan, 2014). Since the teaching philosophy is reflective of the educator’s
perceptions, beliefs, and intentions, Hassan (2014) and Schraw and others (2013)
suggested that teachers must familiarize themselves with their written philosophy and
compare this to their daily practices. While the participants seemed passionate about
their philosophies concerning activities they sought to offer their students, some activities
observed in their classrooms did not align.
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Conclusions
All teachers’ perceptions seemed to be related to the notion that music and
movement activities can promote phonemic and phonological awareness instruction.
They considered it to be their responsibility to both create an environment as depicted by
a DAP approach, and to implement developmentally appropriate activities for teaching
phonemic and phonological awareness to their young students. Teachers acknowledged
that the environment involves the physical environment and the relationships and human
interactions within the classroom, and that both components were critical for successful
instruction. All teachers seemed to find it important to offer their students experiences in
which they were encouraged to participate in enjoyable activities. Also, for all six
teachers, the incorporation of playful activities and games for phonemic and phonological
awareness seemed to be a staple of their teaching practices.
Reber (2011) discussed the importance of continuity between teachers’
philosophies of education and the implementation of these philosophies in their
classrooms. In this study, it was found that the teachers’ perceptions shown in their
philosophies were not aligned with their practices in the classroom. Teachers should
reflect on their practices in the classroom based on the beliefs within their teaching
philosophies.
Implications
Based on the findings in this study, the following implications were made:
Teachers should:
1. Revisit their philosophies of education to make certain that their practices are
consistent with their values/beliefs.
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2. Set classroom routines in place to successfully implement differentiation.
3. Provide a supportive and respectful classroom environment where all learners
can be successful and all learners are encouraged to participate.
4. Offer students DAP based activities when teaching phonemic and phonological
awareness.
5. Implement playful activities and games to engage students in learning and
ensure learning is enjoyable.
6. Implement partner work or group work in phonemic and phonological
activities.
7. Establish and maintain parent/ family involvement.
8. Maintain a balance between child-directed and teacher-directed activities.
Recommendations
1. Include a larger number of kindergarten teachers’ perceptions in order to
provide helpful insights to using music and movement to support the development of
phonemic and phonological awareness.
2. Add male teachers in future studies to provide different perspectives.
3. Involve teachers of similar age groups to learn of their views of teaching
phonemic and phonological awareness. Match participants’ educational backgrounds and
teaching experiences because it may help our understanding of teachers’ perceptions.
Such studies could contribute to the field of early childhood education.
4. Recruit teachers of different geographic locations across the state or nation to
obtain diverse views.
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5. Explore how teacher preparation programs provide pre-service and in-service
teachers with training regarding teaching phonemic and phonological awareness. Such
studies could broaden connections to school and community environments.
Limitations
1. Only six teachers were studied, and such a small study may have offered
limited results.
2. All participants are female, and their gender may have had an impact on their
views of education.
3. This study was conducted in only two suburban schools in the southern United
States and did not include rural schools.
4. The participants’ teaching experiences and their educational backgrounds
differed. Such discrepancies might have influenced the amount and quality of data
collection.
5. The questions may not have included all of the effective methods of music and
movement used to teach phonemic and phonological awareness.
6. The participating schools for the study were in the school district in which I
was employed, and this could have created bias in observation and reporting.
7. The study was conducted during the spring semester of the school year, which
may have altered findings since a vast amount of phonemic and phonological awareness
learning takes place during the fall semester upon entry to kindergarten.
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Appendix 1
Survey Questions and Research Questions

1. What is your early childhood teaching philosophy?
2. What do you think is the best way for you to teach
your students phonemic and phonological awareness
skills?
3. What kinds of activities do you implement to teach
phonemic and phonological awareness?
4. Do you think it is important to deliver instruction
in different ways? Why or why not?
5. In what ways do you use movement and (or)
physical movement to teach and support the
development of P.A. in the classroom?
6. Do you think incorporating music and (or)
movement is helpful in teaching phonemic and
phonological awareness to young students? If yes,
how is it helpful?
7. Do you utilize materials that your school district
such as the flip charts and sing alongs that are
included with your reading series? In what ways do
you do so?
8. Do you think the ages of your students impact your
instruction? If yes, why? If no, why not?
9. Could incorporating music and movement aid your
instruction while adhering to a rigorous literacy
curriculum?
10. How might incorporating music and movement
help struggling learners, specifically?
11. What resources are specifically helpful to you
while teaching phonemic and phonological awareness
to your kindergarten students?
12. What kind of information or in-service sessions
may help you teach young students phonemic and
phonological awareness?
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